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ABSTRACT
A Peer Counseling Program that Helps Full-Time Students to Improve
Their Academic Survival: A Pilot Study at Holyoke Community College
February 1982-
Rodney Philip Dube, B.A., University of Hartford
M.S., University of Massachusetts, Ed.D., University of Massachusetts
Directed by: Dr. Douglas R. Forsyth
Purpose
One purpose for this study was to develop a peer advising system at
Holyoke Community College that would help students to academically sur-
vive. The academic performance of student advisees participating in
this program was monitored for the Fall, 1980 semester. It was hypothe-
sized that these students would improve in terms of:
Quality Point Averages;
Honors;
Withdrawals from the College;
Academic Probation;
The number of courses or credits dropped during the semester.
It was also hypothesized that the participants of the program would
have a more positive attitude about the program and would experience per-
sonal growth at the end of the study.
Another purpose for this project was to introduce the administra-
tion and faculty of the College to the concept of peer counseling, its
operation and consequences. The program was intended to be a model for
the future. Information was generated about the characteristics, needs,
interests, and training of peer counselors.
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Methodology
Peer advisees were selected randomly from the Arts & Sciences,
Law Enforcement, and Secretarial Science curriculums of the College.
One hundred and one students were assigned to a peer (student) advisor
(experimental group), for the semester, and 117 students were assigned
to a faculty advisor (control group) for the same period.
Ten peer (student) advisors were selected from the student body of
the College because of interest, information given on a biographical
data sheet, and the results of a personal interview. In addition, peer
counselors supplied after the fact, information about themselves on the
Edwards Personal Preference Schedule (EPPS), the Personal Orientation
Inventory (POI), and the Strong-Campbel 1 Interest Inventory (SCII).
There were five scheduled activities that were integral to the
operation of the peer counseling program. In the order of implementa-
tion, these activities included: 1) Freshmen Orientation; 2) a per-
sonal meeting between the student advisees and their peer counselor ad-
visors, at the start of the semester; 3) study skills workshops during
the fifth and sixth weeks of classes; 4) pre-registration for the Spring
semester; and 5) a workshop dealing with financial aid, awards, scholar-
ships, etc. In addition, unscheduled counseling sessions occurred be-
tween some student advisees and the peer advisors.
Results and Conclusions
The experimental group (advisees having peer advisors) achieved
significantly higher Quality Point Averages than did the control for
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the Fall, 1980 semester. The experimental group also had fewer stu-
dents on Academic Probation, fewer withdrawals from the College, and a
greater number of students achieving Honors for the semester.
A survey questionnaire mailed to the participants of this study
revealed that the student body of the College is very much in favor of
the concept of peer counseling and it's related activities. In addi-
tion, the experimental group was significantly different from the con-
trol in terms of the positive value of peer counselors and peer coun-
seling activities.
The performances of peer counselors on the EPPS, POI, SCII, and
the information from the biographical data sheets, was used to gener-
ate a general profile for the average peer counselor. This data can
be used to generate criteria for the future selection of peer counsel-
ors.
Generally, this study demonstrates the feasibility and some of
the benefits of peer counseling for Holyoke Community College. The
program serves as a working model for the running of similar programs.
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chapter I
INTRODUCTION
Statement of the Problem
The two-year college was born in the image and likeness of existing
four-year colleges and universities. Despite the similarities, a dis-
tinction was made that perhaps is best reflected by the title of "Jun-
ior College". Junior Colleges, like small children, tried to imitate the
functions of their parent academic institutions. Basically, most Junior
Colleges were facilities that provided the start to a liberal arts edu-
cation that could be continued at four-year colleges and universities.
It was an agreeable symbiotic relationship for as long as there were
sufficient numbers of students seeking the services of these facilities
and for as long as four-year systems maintained their unique status as
the sole providers of advanced and long term higher education. Consis-
tent with these philosophies, was the generation of counseling depart-
ments at two-year colleges that rate academic advising of students as
their most important function (Wolf & Damerson, 1975). A part of the
advising system is the preparation of students for transfer to four-
year academic institutions. During the 1960's, better economic condi-
tions enabled all academic systems to grow. However, two-year colleges
were in no position to rival the staff, facilities, and organization of
four-year colleges and universities. Therefore, two-year colleges de-
veloped in ways that made them different from four-year academic insti-
tutions. Specifically, two-year colleges expanded into the area of
1
2career and community development. Consequently, it seemed appropriate
to re-name existing Junior Colleges. For example. Holyoke Junior Col-
lege was renamed Holyoke Community College in 1962. Since that time,
community colleges have come a long way in the fulfillment of the
needs of surrounding communities. However, there has been very mini-
mal change in the liberal arts programs of community colleges.
Recently, all academic systems have either experienced or become
acutely aware of declining enrollments that are attributable to vari-
ous factors, including the end of the post-war baby boom. For example,
Holyoke Community College reached a peak enrollment of two thousand
seven hundred forty full-time students, and three thousand one hundred
thirty-nine full and part-time students in 1976 (Table 1). Since that
time, enrollments consistently declined to two thousand four hundred
thirty-eight full-time students, and two thousand nine hundred twenty-
eight full and part-time students in 1979. These figures represent
a decline of eleven percent in the number of full-time students, and
a decline of seven percent in the number of full and part-time stu-
dents from 1976 to 1979.
Community colleges are faced with the additional complication of
high attrition rates that may be related to their open door policies.
The result is a copulation of students composed of a higher percentage
of educationally disadvantaged students. These students are in need of
special services that would increase the probability of their academic
survival. Yet, community colleges are not in as much trouble as larger
four-year academic institutions. I am afraid that an attitude of not
being as bad off as the other guy may contribute to a complacency in
3TABLE 1
THE ENROLLMENTS AND FRESHMEN ATTRITION FOR HOLYOKE
COMMUNITY COLLEGE DURING THE 1972 THRU 1979 PERIOD
TOTAL TOTAL FULL-TIME FRESHMEN
FULL-TIME AND PART-TIME ATTRITION
YEAR STUDENTS STUDENTS {%)
1972 1881 2191 49 4
1973 1978 2276 48.8
1974 2384 2710 52.8
1975 2587 2937 45.7
1976 2740 3139 50.7
1977 2650 3070 53.3
1978 2542 3011 53.9
1979 2433 2928
4community colleges that will interfere with our benefiting from the
trials and errors of four-year academic institutions. Part of the
problem lies in the security of community colleges that has resulted
from their diversification into short term career and community pro-
grams. In addition, another problem lies in the reluctance of com-
munity colleges to infringe on the domain of four-year colleges and
universities. Historically, community colleges haven't had the fi-
nances, foresight, and resources to develop liberal arts programs in
ways that are similar to larger academic institutions. Community col-
leges remain very conservative institutions that are slow to profit
from the imagination of others.
Attrition, declining enrollments and financial restraints have
resulted in the utilization of student paraprofessionals in counseling
services. There are numerous four-year academic institutions that have
indicated the growth and development of such student paraprofessional
services over recent years (Brown and Zunker, 1966; Zunker, 1975).
Yet, I find very little information concerning this issue for two-
year colleges. I am inclined to believe that very few community col-
leges have utilized student paraprofessionals in meaningful service
roles. Perhaps, some staff at two-year colleges, having been relegated
to the position of teachers of basic course material
,
are reluctant to
give up any academic responsibilities for fear of lower status or loss
of position. Nevertheless, I need to point out that student parapro-
fessionals not only fill a need generated by present circumstances,
but there is also evidence documenting their attractiveness and effective-
5ness {Jennings, 1976; Ruth, 1975; Persons, 1976; Speigel, 1976a;
Strong, Hendel 8, Bratton, 1971). However, student paraprofessionals
,
per se, are not a complete answer to the problems faced by academic
institutions today. I believe that student paraprofessionals are be-
coming a necessary alternative that can be both useful and effective
if academe helps to structure student service roles to achieve maximum
benefit to all concerned. There has been a lot of useful information
generated primarily at four-year academic institutions that needs to
be synthesized into a pragmatic outcome for individual institutions.
Let me demonstrate my point be repeating several pieces of infor-
mation that I believe can be coordinated into a plan that benefits all
factions of an academic institution. It is already apparent that stu-
dent paraprofessionals are attractive and effective service agents. In
addition, the characteristics of a community college student body are
such that the typical student is passive, bored, and sometimes apathetic
about his/her role on campus (Leventhal et al
,
1976). Perhaps, feelings
of isolation and loneliness contribute to attrition, poor grades, and
nonparticipation in the activities and operation of a college. There-
fore, it seems important to me that academic institutions attempt to
create a caring atmosphere that helps a student body to feel a sense of
belonging and importance. At the University of Nevada, an effort was
made to get students to feel important through the implementation of a
program that utilized faculty to do intrusive counseling (Glennen, 1975)
Intrusive counseling (see page 16 for definition) is a term used by Glen
nen to describe an active process where a given counselor seeks out his
clients in his effort to be most helpful. Conroy (1978) points out that
6a student's first direct contact with college is probably orientation/
registration. He believes this first contact is an excellent opportunity
to establish a friendly, empathetic, and human approach to college life.
The faculty advisor may be the first staff person with whom a student
may develop some rapport. However, some faculty advising programs are
not very successful because some faculty feel they are not paid for ad-
vising, they are already overworked, and feel threatened in any setting
outside a classroom (George, 1974). The application of intrusive coun-
seling to the University of Nevada advising program was an innovative
attempt to elevate faculty advising to a level of importance and pro-
ductivity for all concerned. Some faculty were given release time from
teaching assignments in order to become involved with students in a close
faculty-student relationship. These faculty counselors were assisted by
trained counselors, regular progress and problem meetings, workshops,
etc. They handled pre-admission counseling, matriculation and individual
scheduling of academic programs. Every student was seen once a semester,
but students were asked to see their counselors if they received low
grades or were put on probation. Special effort was made to see Dean's
List Honor students to congratulate them, give encouragement and provide
information on scholarships, special honors and independent study op-
portunities. Since the inauguration of this program, the freshmen at-
trition rate dropped from forty-five percent to six percent during the
first two years of operation. Simultaneously, there was a nine percent
increase in the Dean's List. There were twenty-five percent fewer with-
drawals, three hundred and twenty-five fewer students on academic proba-
tion, and twenty-five percent more students achieving a B average stand-
7mg. The result is a larger and more successful student body who sta-
tistically will less likely be in need of psychological counseling.
The Nevada study was an innovative attempt to initiate a caring
atmosphere using a small number of faculty. The problem is one of num-
bers and finances. The concept is good, but I am doubtful that smaller
colleges would provide the cost for substitute teachers so that enough
faculty could participate in order to reach a maximum number of stu-
dents. Therefore, the most workable alternative appears to be the use
of students to create a caring, supportive atmosphere for other students.
Student paraprofessionals are most effective in creating a caring,
supportive atmosphere when they perform four basic functions: intru-
sive counseling (actively pursuing peers); active listening; informa-
tion and referral; and helping peers to develop specific skills.
The Nevada study is testimony to the effectiveness of intrusive
counseling and provides a framework for the operation of such a pro-
gram. I believe good counseling and the success of any peer counsel-
ing program is a function of the timing of interventions that are made
by a helper. The Nevada study stresses the importance of seeking out
students at specific times. For example, it is very important to find
and interact with students that are on probation, students receiving
low grades, or who make the Dean's List, etc.
Peer counselors are attractive because of similarity and likea-
bility to peers, but they can be more effective when trained in speci-
fic attending and influencing skills (Speigal 1976a). Microskill train-
ing provides organization to the interaction between student paraprofes-
sionals and their peers. Regardless as to the role a peer counselor
8is asked to play, he/she must be capable of effectively listening to
another student, in order to determine the need of that person. There
may be occasions when it is most appropriate to just listen to another
student or it might be more appropriate
-to provide information and/or
referral. Information and the awareness of where help can be found
can be an important function for peer counselors. Guest lecturers, the
availability of resource faculty, reading materials, etc., can help to
provide the knowledge and awareness necessary for the perception of a
peer counselor as a person with expertise. The result can be a peer
advisor who is more helpful and a valuable resource.
Information can be given in reaction to students and can be pre-
sented at designed times. In tune with the concept of intrusive coun-
seling, it seems appropriate to solicit students to attend activities
that are designed to give specific kinds of information and skills. A
good example of well organized informational and skills activities is a
design used by Brown et al
.
(1971). This program consisted of four
sequential counseling activities. "Survival Orientation" was a two-hour
session focusing on common adjustment problems facing beginning college
freshmen. "Test Interpretation" is another two-hour session during the
first four weeks of the semester that focuses on the factors determin-
ing scholastic success. The third activity, "Study Skills Introduction",
was conducted during the fifth and eighth weeks for one hour durations
per topic. The focus was on budgeting time, taking class notes, reading
textbook assignments, writing themes and reports, remembering and re-
viewing materials, and taking essay and objective tests. Finally, "Study
Habits Evaluation" was held during the tenth week for one hour. This
9final session was designed to provide additional counseling for students
receiving failing mid-term grades. The data indicated that the students
significantly increased their knowledge of effective methods of study,
and reported significantly fewer study skills problems.
The present data indicates that students have more contact with ad-
visors they like. Yet, liking an advisor should be distinguished from
the ability or effectiveness of an advisor in aiding a student to get
through the academic system. Skills training, general, and specific in-
formation are additional variables that should not be ignored. Care-
fully selected and intense, specific training may be necessary in order
to achieve maximum utilization of peer advisors (Levinson, 1974; Brown,
et al., 1971). In addition, both faculty and peer advisors need to at-
tend to those factors that are conducive to students liking ther advis-
ors. Specifically, advisors are better liked when they have a service-
helping orientation (those who treat advising as a cooperative process
and take the time to familiarize students with the system). Certainly,
student and faculty advisors may be able to jointly teach, administer,
and monitor an advising program. However, the lack of financial re-
sources and trained personnel may lead to the use or exclusive use of
carefully trained upperclassmen as a means of augmenting counseling pro-
grams (Brown et al
. ,
1971). Peer advisors may help to decrease attri-
tion and to increase academic achievement by helping to create a caring
and supportive atmosphere for reasons previously stated. Furthermore,
peer advisors are a valuable source of feedback to staff about campus
facilities, academic offerings, the impact of college policies upon
students and effectiveness of the staff itself (Levinson, 1974).
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Purpose
There are several reasons for the present study. Perhaps the most
important reason is to develop a peer advising system that will help
students to academically survive. Studies have demonstrated that intru-
sive counseling and peer academic adjustment counseling are effective
ways of helping students to improve their scholastic adjustment (Brown
et al., 1971; Glennen, 1975). The present study is an attempt to gen-
erate a pragmatic peer advising system for Holyoke Community College,
using some of the techniques and information from the above studies.
Holyoke Community College has experienced a consistent decline in
enrollments since 1976 (Table 1 ), and the freshmen attrition rate
(Table 1 ) has also declined consistently for the same period. Obvi-
ously, there is a need at this College to expand our counseling activi-
ties in an effort to improve the academic adjustment of full-time stu-
dents. A lack of financial resources and trained personnel will probab-
ly result in the utilization of carefully selected and trained upper-
classmen to augment existing counseling programs.
Presently, the Holyoke Community College Personnel Office offers
various services that are administered by professional counselors.
There is limited use of relatively untrained student paraprofessionals.
Untrained students are paid at the Learning Skills Center to tutor other
students. In addition, student tutors are hired to tutor in specific
disciplines upon the recommendation of a faculty member in that disci-
pline. At the Adult Reading Instruction and Research Center, untrained
students are given one course credit to help other students to develop
reading skills. Work study students are used at orientation to do
11
clerical work and to provide general information, and untrained students
are used to help special students (e.g., Massachusetts Rehabilitation
people, etc.) with the procedures and facilities of the College.
There is no formal training program for peer counseling services,
and only minimal use of students in meaningful service roles. Generally,
Student Personnel services are reactive activities that wait for a pur-
pose. The economics of declining enrollments necessitates changes in
our counseling activities that will help to decrease attrition and im-
prove the academic adjustment of full-time students (s.g., decreases in
the number of probations, suspensions, withdrawals, etc.).
The present study is an attempt to introduce the administration
and faculty of Holyoke Community College to the concept of peer counsel-
ing, its operation, and consequences. The structure and operation of
this program is designed to achieve maximum success. Therefore, student
paraprofessional s will serve as academic advisors who actively seek out
advisees in order to advise, inform, support, and demonstrate concern.
The advising role is a priority function in community colleges and
can be a critical service for the survival of students. Currently,
academic advising at the College is first initiated by the Office of
Student Personnel, but becomes the responsibility of professional faculty
in subsequent semesters. The faculty advisory system, mediated by the
Assistant Dean of the College, usually results in the assignment of
twenty-four students per faculty member. Students are assigned to
faculty in their curriculum, although some curriculum lacking faculty
necessitated the assignment of other curriculum faculty to act as
12
advisory to special programs (e.g., law enforcement, secretarial science,
etc.). Although the assignment of faculty to act as advisors to other
curriculum makes for a more equitable distribution of student to facul-
ty, it is an arrangement that may be confounded by the assignment of
faculty lacking in expertise and enthusiasm for the curriculum. These
problems are in part offset by faculty in special programs who request
additional advisory assignments, and by faculty who request assignment
to another curriculum of interest. Faculty typically advise students
during announced pre-registration periods, although a student can hy-
pothetically seek advice at any time during the semester.
In light of current economics, attrition rates, lack of trained
faculty advisors, etc., it makes sense to better serve students by using
carefully selected and trained students from the existing pool of full-
time students. The present experiment was intended to demonstrate
whether or not the proposed model would be useful for Holyoke Communi-
ty College. Some of the goals might include decreases in attrition, im-
provement of the academic adjustment of students, more time for faculty
to perform other activities, the financial savings and gains of train-
ing peer counselors within the existing academic structure, etc.
The Significance of the Study
In Chapter II there is a discussion of three major benefits to the
utilization of student paraprofessionals : 1) better student services at
a savings to the college/university; 2) decentralized counseling ser-
vices; and 3) personal benefits to peer counselors.
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These benefits have been achieved to a very limited degree by the
present study for a simple reason. The limitations of time, manpower,
and the lack of an established program made the attainment of certain
benefits very unlikely. The full impact of a peer counseling program
might require the operation of such a program for at least a two-year
period. Therefore, the present study was intended to be a pilot pro-
ject that was designed to achieve other results. First, the study was
intended to demonstrate the feasibility of a working peer counselor
program at Holyoke Community College. The successful operation of such
a program is tangible evidence that students can be used in meaningful
service roles at the College. The unavailability of monies and new fa-
culty make the servicing of students difficult. In addition, the future
may bring a new student population in need of more counseling services.
The present study not only offers a working solution to the servicing
of student populations, it also provides an organization or format for
the construction of a peer counseling program. The successful operation
of a College-wide paraprofessional project necessitates the gathering
of preliminary information that can help provide a sense of direction
that leads to success. The present study is designed to bring about
the successful construction and operation of a peer counseling program
at the College by providing background information (the literature) and
details about a pilot peer counseling project that was designed to meet
the needs of the College and its student body.
Limi tations
The present study was limited to the Social Sciences Division of the
College in order to achieve manageability and to avoid conflict with some
faculty and administrators. In consultation with the Assistant Dean of
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the College, it was agreed that the operation of this program would be
more likely to succeed if limited to one Division of the College. The
Social Sciences Division was chosen because I belong, and I am familiar
with the faculty of that Division. Therefore, resistance to participa-
tion in this experiment would be minimal from these faculty. In addi-
tion, this stratified, randomized design allowed the administration to
gain information about the merits of the program, using a small and will-
ing sample of faculty. I had the impression that the administration
didn't want to take any unnecessary risk. Consequently, my research is
viewed as a pilot program that assumed reasonable risk if limited to the
Social Sciences Division of the College. The only problem created by
this restriction was my need to randomly sample from the Business Divi-
sion for a control group in the Secretarial Sciences Curriculum. There
are only a few Social Sciences faculty that are advisors to this curricu-
lum.
Another problem was the unavailability of a computerized listing of
advisees and their addresses until Freshmen Orientation. Therefore, it
was impossible to contact students about the nature of this program un-
til classes began. Also, publicity about this program was very limited
because of the resistance of some faculty to the concept of peer coun-
seling and my desire to generate some supportive data to combat critics
and skeptics of the program. Therefore, I ran the risk of some students
being confused and slow to become involved in this program.
It was also very difficult for me to get space for this project.
Pre-registration and the various workshops were conducted in available
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rooms. Other contacts between peer counselors and students occurred
between classes, at an assigned place, etc. The problem is that it
took some time and energy to first contact a peer counselor. Until a
student met his peer advisor and was able to recognize his face, it
might have seemed like too much work to find him/her. I think some
participation in the program may have been lost for that reason. This
problem could have been avoided by the creation of a centralized drop-
center that took messages and maintained schedules and rooms for peer
counselor advisors.
Finally, the number of peer advisors was restricted by the number
of qualified candidates. This program was not publicized and peer coun-
selors were selected from several upper level psychology courses. A
sizeable pool of candidates was quickly reduced to a much smaller num-
ber of people because of scheduling, the time committment to the program,
the responsibilities required of the program, interest, etc.
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Definition of Terms
Full-Time student
Peer counselor, peer advisor,
and peer counselor advisor
Faculty advisor
An Intrusive counselor
Academic-adjustment coun-
sel ing
Student paraprofessional
In the context of the present experi-
ment, a full-time student is any per-
son registered for twelve credit hours
or more, in the Day Division of Holy-
oke Community College.
In the context of the present experi-
ment, these terms refer to a full-
time student who is carefully selec-
ted for training in academic-adjust-
ment and intrusive counseling.
In the context of the present experi-
ment, this term is used in reference
to any full-time member of the Holyoke
Community College teaching faculty, who
is responsible for nine or more hours
of teaching time and carries ten or
more student advisees.
As further defined by Glennen (1975),
is a counselor who finds and inter-
acts with students without their invi-
tation in order to show his concern
and to offer his services.
Counseling that is designed to help
students to academically survive
through informal and scheduled coun-
seling activities.
In the context of the present study,
any full-time student who performs a
counseling service role (e.g., peer
academic advisor, peer counselor,
etc.), for money (e.g., workstudy),
or academic credit in an academic
setti ng.
CHAPTER II
REVIEW OF THE LITERATURE
The Naturs of Counsslinq Servic6s at
Two-Year and hour-Year Academic Institutions
Student needs and counseling services
.
Student Personnel services can include job placement, academic-
advising, tutoring, transfer affairs, complaints, financial aide,
personal
-adjustment counseling, learning skills, etc. Yet, individ-
ual colleges can vary in the services they provide to students. Per-
haps, the most useful contrast is to compare counseling center func-
tions at two-year and four-year colleges.
Clark (1966) in a study of thirty-five four-year universities,
found the most frequently listed service offered by counseling centers
to be vocational counseling followed by personal
-adjustment counseling.
A more recent and definitive study by Wolf and Damerson (1975) util-
ized a questionnaire to gather information from fifty two-year and
four-year colleges and universities. They found that two-year college
counselors spent a significantly greater amount of time doing academic
advising while the four-year college counselor spends a significantly
greater amount of time counseling for personal problems. Perhaps this
difference reflects to some degree the different needs of the dormitory
residents of four-year institutions and the needs of nondormitory,
two-year students.
The two-year college has traditionally prepared students for
transfer and has progressively generated career programs to prepare
students for direct entry into the labor market. The open door
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policy of many community colleges has resulted in enrollments consist-
ing of a higher percentage of educationally disadvantaged students
who possess a greater need for academic advising. Two-year colleges
have responded to this need by hiring staff at masters and certifi-
cate level to perform this and other functions. The point is that
two-year colleges have historically needed graduate-faculty of limited
training to fulfill the priority needs of their institutions.
Warnath (1972) concluded that counseling services at an institu-
tion are determined by the needs of the student. Therefore, it would
be interesting to investigate whether institutional and student needs
coincide for a given academic institution. I suspect that institution-
al and student needs are incongruent at some facilities.
Historically, academic institutions have maintained a status quo
through the offering of traditional courses and programs. However, the
reality of declining enrollments and resultant financial problems have
necessitated the reassessment of educational goals and offerings in
order to increase the probability of institutional survival. The prob-
lem is that institutions have been so consumed with their own survival
that they have been somewhat insensitive to some student needs. Cer-
tainly, traditional education fulfills a mutual need for students and
institutions to a limited degree, but the generation of career programs
was a band-aid solution to a growing problem. A college education is
no longer synonymous with employment and income. Career programs
helped colleges to recapture to some degree the incentive of employ-
ment and income with the completion of specific programs. But the
correspondence of education with money and employment is a dying re-
lationship that operates according to supply and demand principles.
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It seems to me that colleges need a more long range goal that 1s at-
tuned to the needs of its student body.
Declining enrollments may necessitate that most colleges seek po-
tential students who were previously ignored. Housewives, the elderly,
factory workers, single parents, etc., are some of the categories of
people that could help to stem the problem of declining enrollments.
The proper academic advising of such people is important to their aca-
demic survival. Therefore, counseling centers at four-year institu-
tions may need to prioritize the academic advising of students. In
addition, two-year colleges have serviced proportionally more students
who are educationally disadvantaged and may be able to provide infor-
mation and techniques that are useful to other institutions.
Knowledge and skills training has been the primary benefit of a
college degree. Yet, there are other student needs to consider, par-
ticularly in light of the changing composition of a student body. The
future may bring more students from upper- lower class, and lower-middle
class strata of society to the campuses of academic institutions. These
people bring frustrations and learnings that can interfere with their
academic success. In addition, special categories of people bring
their own unique issues and problems (e.g., discrimination, death, etc.)
that can also interfere with academic success. Therefore, personal
-
adjustment counseling can help to inform, support, and effect changes
for a growing number of incoming students. Four-year academic institu-
tions are at a distinct advantage of being able to meet this need
since two-year colleges are probably lacking doctoral-level counsel-
ors with the expertise, confidence, and time to do personal -adjustment
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counsel ing.
Counseling centers that prioritize the academic advising of students
and the personal
-adjustment counseling of students, may neglect other
needs of current and future students. The irratic correspondence of
income with a college education may necessitate the connection of an
education with a new purpose so that colleges/universities can attract
new students. Perhaps the long range survival of academic institutions
necessitates that we attempt to humanize faculty and students to
create a caring and supportive atmosphere that can be used to help a
person to become self-aware. I can't think of anything that is more
important than personal happiness. Yet, there seems to be so many
people who have not achieved it and do not understand it.
Happiness is a by-product that comes from living a life that is
most comfortable for you, and self-awareness is an important step
toward happiness. It is only after we know who we are that we can
take the appropriate steps to become the person we want to be (self-
actualization). Colleges will probably continue to provide education
for education sake, career programs with the prospect of future employ-
ment, but the addition of human development and resource programs will
fulfill a need for a growing segment of society.
I believe that more people are finding out that it is not selfish
and it is okay to take care of yourself. Therefore, colleges could be
the vehicle for self-awareness and personal growth. One way to achieve
this goal is to merge academic advising and personal -adjustment coun-
seling into human-development and human-resource programs (O'Banion
et at.
,
1 970)
.
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A good example of such programs can be found at Miami Day Com-
munity College in Florida where incoming freshmen are required to take
a self-awareness course upon entry into the College. Another way to
encourage self-awareness and personal growth is the development of a
caring and supportive atmosphere by faculty and administrators of a
facility. At the University of Nevada at Las Vegas, some faculty were
given release time and training so that they could help to develop a
caring and supportive atmosphere for that institution (Glennen, 1975).
The program was a success with substantial positive changes in the
freshman attrition rate, withdrawals from the College, academic proba-
tion, and the number of students achieving a B average standing.
In summary, academic institutions need to meet the changing needs
of their students if they are to survive probable declines in enroll-
ments in the near and distant future. Academic advising and personal-
adjustment counseling seem to be priority functions at counseling cen-
ters, although both functions may not share equal importance at a given
institution. I think the future will probably necessitate equal billing
for both functions at individual institutions. In addition, it seems
prudent for counseling centers to take a more active role in providing
services to students. Counselors could go out and seek students in
various areas of a campus and create and run human-development and
human-resource programs.
My observations and suggestions for counseling centers at academic
facilities are intended to help students and colleges/universities sur-
vive by providing a sense of direction. The actual course of counseling
services at any facility can be best determined by an ongoing survey
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of the needs and attitudes of all concerned. Particular attention must
be focused upon the make-up of students serviced by a college, their
characteristics, needs, and attitudes.
Student characteristics, needs, and manpower.
Leventhal et al. (1976) cited student factors that interfere with
a student's college experience. According to them the results are
frequent complaints about campus problems without the responsibility
or effort to solve these problems. Community colleges are primarily
commuting student populations that can be characterized by a low level
of cohesiveness (Chickering, 1974). Schotzinger (1976) talks about the
difficulties experienced by commuter students. The commuter spends a
small number of hours on campus, is involved in activities away from
the campus, and continues close ties with pre-college friends (Dressel
and Nisula, 1966). Having little knowledge of campus services and
activities and suffering inadequate communication, the coimuter ex-
periences a sense of noninvolvement and not belonging (Schotzinger,
1976).
An academic institution will have great difficulty in meeting the
needs of it's students if it's student body alienates itself from the
operation and development of the college. It is therefore important to
get a student body involved and committed to the college. The problem
is clear, but the solution is ambiguous. Counseling centers would
probably complain that they are professionally understaffed and ad-
ditional finances are a dismal prospect for the near future.
One possible solution is to use students to mediate some tra-
ditonal services, and to help create a caring and supportive atmos-
phere for other students. Student paraprofessionals are an untapped
reservoir of manpower that is cost free if the training and services
of such people are incorporated into the existing academic structure
of a college/university.
Student Paraprofessionals in Meaningful Service Roles
at Academic Institutions
The effectiveness of student paraprofessionals in college settings.
The use of student paraprofessionals as therapeutic agents in
mental health settings is a documented success, but their use as there
peutic agents in college settings has met a great deal of resistance
by professional counselors (Gruver, 1971). College students are trus-
ted to work with mental hospital patients, but not with their peers
(Dana, Heynen, & Burdette, 1974). Undergraduates are employed at
universities to screen and refer peers, to train group leaders, or to
work in research (Allen et al
. , 1972), but direct peer treatment was
rare (Edgar & Kotrick, 1972; Persons et al
. ,
1973). According to
Durlak (1973), the untapped potential of nonprofessionals in direct
service roles, offers an effective solution to a growing demand for
mental health services.
Paraprofessional and peer counseling programs have gained in-
creased recognition as facilitators of mental health services on col-
lege campuses (Del worth, Sherwood, & Casaburri
,
1974; Zimpfer, 1974).
It has generally been found that peer counselors are no different or
even better than professional counselors (Persons, 1976; Ruth, 1975;
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Jennings, 1976). Nevertheless, there is still resistance to the use
of peer counselors in college settings by some professional counselors.
A questionnaire completed by one hundred and nineteen Virginia
community college system counselors indicated their perception of para-
professional roles in student personnel services (McKee et al
. ,
1977).
These counselors perceive paraprofessionals as having the potential of
performing all academic advising functions. They could assume respon-
sibility for clerical activities, freshman orientation, curriculum
change interviews, advising course selection, providing transfer
information, etc. Professional counselors also perceive paraprofes-
sionals making valuable contributions within the career development
services. Paraprofessionals could be responsible for information,
test administration, and group career guidance and counseling functions.
However, individual career counseling and test interpretations would
be the responsibility of the professional counselor. A majority of
counselors perceived paraprofessionals making significant contribu-
tions in the areas of job placement, veterans affairs, financial aide,
student activities, and all recruitment functions. Finally, counselors
felt that paraprofessionals, in general, could not assume significant
degrees of responsibility for individual personal/social counseling
or crisis intervention counseling. In contrast, Hirsch and Keniston
(1970) indicated that no treatment of any kind is more desireable than
peer intervention for a crisis situation.
Student preferences for peer help .
Dana, Heynan, and Burdette (1974) administered a questionnaire to
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three hundred and sixty students across a variety of sophomore courses
at the University of Arkansas. These students were asked to rank uni-
versity facilities and persons in order of preference with respect to
a need for help in a personal crises. Students preferred help from
their peers to help from professionals identified with campus facili-
ties. The analysis of one hundred and thirty-five names of helpers
categorized into the following: six ministers, ten faculty, and seventy-
seven students. Thirty-nine of the students were interviewed and con-
strasted to a comparable group of randomly chosen helpers. Both
groups dealt with approximately the same number of issues concerning
family, drugs, suicide, heterosexuality, and miscellaneous. However,
the helpers names in the questionnaire dealt with more crises pertain-
ing to pregnancy/abortion, alcohol, violance, and death. The random
helpers saw more crises concerning academic and college living problems.
Eighty- three percent of the persons helped by either group were of the
same sex as the helper. It appears that students will seek help from
their peers maybe because of similarity and availability.
The attractiveness of peer helpers
.
There are a variety of reasons for the attractiveness of peer
helpers. College students were found to perceive psychiatrists as
dominant, intense, cold, and rejecting in contrast to lower status
helpers (Strong, Hendel
,
& Bratton, 1971). While peer counselors
may lack expertness, they are similar to other college students because
of their age and status. A peer counselor's age and status may result
in a student client perceiving him as less threatening, more under-
standing, and therefore more helpful (Spiegel, 1976a).
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There are studies that suggest that preferences for peer or pro-
fessional counseling are a function of the nature of the problem
(Spiegel, 1976a; Spiegel, 1976b; Gets & Miles, 1978). Therefore,
the relative ease of talking with a peer counselor because of his
similarity and likeability may be offset by a desire for expertness
or competence for certain kinds of problems. These findings suggest
that peer identification is not the only important variable for
paraprofessional effectiveness. Another factor might be the specific
knowledge and skills that would give the paraprofessional an image
of expertness (Westman, 1977).
Surveys of student paraprofessional services.
There have been surveys of student paraprofessional services at
four-year academic institutions that indicate the growth and develop-
ment of such services over recent years. Brown and Zunker (1966)
looked at the use of college students as paraprofessionals during the
1963-1964 academic year. Zunker (1975) mailed a questionnaire to a
twenty percent stratified random sample of four-year academic insti-
tutions in the forty-eight contiguous states. The Zunker (1975)
questionnaire netted an eighty-seven percent response, while the
Brown and Zunker (1966) survey resulted in a ninety-five percent re-
sponse by sampled institutions. The Zunker study indicated that one
hundred and sixty-eight out of two hundred and twenty (seventy-six
percent) responding institutions indicated the use of student counsel-
ors in student personnel services at their facilities.
Dormitory life supervision and new-student orientation are the
main functions of student paraprofessionals. Most of the student
counseling is done with individuals rather than with groups. The
Brown and Zunker study revealed that most paraprofessionals were used
in residence halls while the Zunker study indicated that the use of
students in academic departments has more than doubled in the interim.
In addition, significantly more of the sampled institutions are using
paraprofessionals in vocational guidance and in educational planning.
However, institutions remain reluctant to use student paraprofessional
to do test interpretation. Of the two hundred and ten responding
institutions, fifteen percent reported using students as therapeutic
agents (Zunker, 1975). Such paraprofessionals are most often used in
counseling and crisis centers. Almost three-fourths of such institu-
tions used students in drug abuse counseling. Other areas for para-
professionals included sexual problems, problem pregnancies, and
personality disorders.
Service roles for student paraprofessionals.
Dormitory life supervision .
The first substantial utilization of student paraprofessionals
probably occurred in the area of dormitory life supervision (Brown &
Zunker, 1966) in response to the depersonalized atmosphere of many
universities. The residence hall has been a focal point for the est-
ablishment of a more personalized atmosphere (Newton, 1974). It is
within the residence hall that a student can form close relationships
with others, gain feedback about his impact on others, and experience
group norms and values that will effect his personal system of stand-
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ards (Chickering, 1969). Student paraprofessionals have successfully
assumed the responsibility of facilitating a humanized environment in
residence halls (Wolff, 1969). Yet, the effectiveness of residence hall
paraprofessionals may depend on how well trained they are to work in
a helping relationship. Research indicates that paraprofessionals in
residence halls can be trained to function at a more facilitative
level through development of empathy, genuineness, respect, and con-
creteness (Newton, 1974; Berenson, Carkhuff, & Myrus, 1966; Syrick &
Mitchell
,
1971 )
.
Academic adjustment and freshman orientation.
Currently, there is extensive use of student paraprofessionals in
residence halls and for new-student orientation (Zunker, 1975). Student
orientation does not have to be exclusive of residence hall counseling
or other areas of peer counseling. It is sometimes impossible to ig-
nore the overlap of various services (e.g., orientation vs. academic
advising vs. tutoring vs. learning skills, etc.). In fact, the success
of any student personnel center may be a function of it's sufficient
diversification to meet the changing needs of a student body. Once
again, it is important to stress the need for a college to allow it's
students the opportunity to say what they need rather than having the
institution telling it's student body what it needs.
McBride (1973) used dormitory volunteers to help freshmen with
orientation and academic advising. He found that specific knowledge
of campus resources was important for peer counselors. Student para-
professionals seem especially well suited for this function or role
(Conroy, 1978; Ehrlich, 1969). At the University of Maryland, a
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summer orientation registration program has been successfully run by
peer advisors (Roberts, 1976). It focuses on academic infonnation and
decision-making sessions. Peers deal with concerns of general adjust-
ment and with the dissemination of infonnation about campus services
and facilities. However, student orientation can be an ongoing process
that spans a summer, a semester, or longer. In addition, the responsi-
bilities of peer counselors can include more than just information giv-
ing and clerical work. An extensive orientation program can include
academic-adjustment counseling, general information, tutoring, train-
ing in learning skills, class scheduling or changes, etc.
At Idaho State University, peer counselors are responsible for
acquainting students with the requirements of the university and it's
departmental programs (Brown & Myers, 1975). The peer counselors act
as a referral source for financial aid, counseling and guidance, and
other services. In addition, peers provide information about jobs and
are available for academic and sometimes personal counseling. This
program has been very successful. Students have a more positive at-
titude toward their peer advisors and the student drop rate is lower
for peers relative to faculty advisors. Student advisors were per-
ceived as treating the advising situation as a joint decision, whereas
faculty either made curriculum decisions for students or left the de-
cisions totally up to the student. In addition, student advisors are
seen as more interested in advising freshmen, helped to increase the
student's understanding of curriculum matters, and provided more in-
formation relevant to getting through registration. The idea that
the peer counselors were more involved in the advising process is
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rGinforcsd by the fact that few faculty attended voluntary training
sessions on the advising process.
Brown and Zunker (1966) found that trained peer counselors were
as effective and accepted in doing academic-adjustment counseling as
professional counselors. Brown et al
.
(1971) found that peer counsel-
ors aided one hundred and twenty-four beginning college freshmen, iden-
tified as potential dropouts, to learn effective methods of study and
to raise their grades. These findings in combination with a study by
Murry (1972) support the use of relatively untrained students as cur-
riculum advisors.
It is obvious that freshmen orientation can be more than just an
attempt to personalize the academic institution; it can be one part of
a sequence of services that will help a student to better survive. But
you can't help a student who doesn't come for help or information.
Peer counselors, for various reasons, are more likely to get students
to use the various student personnel services by helping to generate an
atmoshpere of caring and support at orientation.
Student orientation may lead to academic advising which may lead
to information, tutoring, financial assistance, etc. Specific services
may be more important for some students relative to others. For exam-
ple, study skills training has been given to disadvantaged freshmen to
help them academically survive (Orgrodnik, 1977; Brown et al . , 1971). At
Saint Vincent College, study skills were taught, in a summer course,
to thirty-five incoming freshmen (Orgrodnik, 1977). The goal of this
course was to generally increase a student's chances of graduation
through the improvement of his study habits, attitudes, and motivation.
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Perhaps some students might be best served by learning skills training
supplemented by academic tutoring. Seveyega (1978) argues that tutor-
ing is the only answer to successful academic coping for many students.
She says that effective tutors need to be carefully selected, well-
trained, and supervised by faculty. Also, at York College (Pennsyl-
vania), student counselors have successfully mediated a joint program
of tutoring and "how to study" skills (Mussano, 1976).
Academic adjustment and financial aid
.
Lee and West (1974) have discussed the need of disadvantaged stu-
dents for financial support in order to function well in a community
college. However, non- traditional students need more than just finan-
cial aid to academically survive. Lee and West compared students who
were on academic probation and who received just financial aid with
similar students who received an array of peer counseling services
(e.g., financial support, tutoring, guidance, academic advisement,
etc.). The average GPA for the students receiving full supportive
services improved significantly from 1.61 to 2.53. Those students who
received only financial aid, did not improve their GPA's.
A peer advisor could be assigned to specific students with the re-
sponsibility of meeting the various needs of his students. He could
handle orientation, academic advising, tutoring, information, etc, I
may be suggesting a lot of work for one person, but I think it is a
workable idea because not all students have the same needs and not
all needs are evident at the same time. Perhaps I am very premature
since I am not sure that student paraprofessionals are used effectively
32
in just one function, let alone several.
For example, a study for HEW revealed that part-time financial
aid counselors (students) are used primarily for clerical purposes and
not for counseling functions (Tombough & Heinrich, 1977). The role
and effective utilization of peers in financial aid is described by
Stegura and Olson (1978). Peterson et al
.
(1978) developed a model
for the systematic development of a peer counseling program in finan-
cial aid. Yet, the appropriate training of peer counselors is not the
only obstacle. Other primary obstacles seem to be salaries and super-
vision need (Tombough & Heinrich, 1977). The financial problem raises
two general issues with regard to peer counseling. First, student
paraprofessionals are relatively inexpensive when paid. Work study
funds might be used to solve this problem. Secondly, financial com-
plications can be totally avoided by incorporating the training and
use of paraprofessionals into the existing academic structure of the
college. An internship course can be used to give academic credit for
on site work experience, while another course could be developed for
basic skills training. The beauty of this sytem is that the program
pays for itself. The institution gains the services of students who
can be effective, involved, and perhaps more committed to the college.
In addition, the tuition paid for these courses covers the cost of the
training and provides the student with learning experiences that can
be generalized to other settings.
The problem of supervision puzzles me. Certainly, faculty and ad-
ministrators are busy performing various obligations or responsibilities.
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However, student paraprofessionals can be a source of information to
even hard-to-reach students and in the long run, are a source of man-
power that could result in more time for faculty and administrators to
do other things. In addition, peer counseling and the dissemination
of information functions can help to keep the focus on student rather
than institutional needs (Tombaugh & Heinrich, 1977).
Career planning and placement
.
Student paraprofessionals have been effectively utilized in career
planning and placement offices (West, 1973; Zehring, 1976). Knierim
and Stiffler (1979) selected volunteers, primarily on the basis of en-
thusiasm and basic interpersonal communication skills. They reported
that students with a professional background and undergraduate psychol-
ogy majors, were not more effective than their peer counselors. The
use of peer career counselors helos a career and placement office to
increase it's impact on a student body at minimal cost in time and re-
sources. At the University of Virginia, peer career counselors effec-
tively motivated students to think about career choices and encouraged
students to take appropriate action in choosing a career (Knierim &
Stiffler, 1979). Peer counselors became an effective link between stu-
dents and the Office of Career Planning and Placement.
Admissions .
Student paraprofessionals have sometimes been used as admissions
representatives for various institutions. I have a friend who attends
Colby College in Maine. When he returns to Connecticut on visits or
vacations, Colby sends him the names of potential students. He then
contacts, interviews, and sells the College. Payment is made to him
34
on the basis of the number of potential students who eventually attend
Colby. The University of New Hampshire has implemented a very success-
ful "Admissions Representative Program" (Head, 1976). Students that
are enrolled at this institution assist prospective students and the
professional staff by interviewing, giving tours, and generally as-
si Sting in a paraprofessional capacity.
Veterans
.
Vetaran/students are employed under the VA work-study program at
Harrisburg Area Community College, to perform counseling and other
veterans affairs related work (Kurtz, 1978). These VA work-study stu-
dents were not only paid, but also significantly increased their grade
point averages as a result of being involved in this kind of work.
Student housing
.
Another application of student paraprofessional s is to the area of
student living. Concordia Teachers College (Nebraska) attempted to
create a more humane environment for student living by creating a stu-
dent paraprofessional housing program (Eggman, 1975). Initially, all
professionally trained personnel were removed from the student living
units. They were eventually replaced by forty-five to fifty students
who were trained in interpersonal communication skills, problem solving,
goal development, and people management. An evaluation process indi-
cates that the program is popular and that almost all the students view
the trained paraprofessional s as highly skilled people.
Drug abuse .
Studies of the kinds of problems brought to peer and professional
counselors reveal a substantial preference for peer counselors when
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the problem is drug-related (Getz & Miles. 1978; Zwibelman, 1977).
Yet, I found only one study dealing with the use of peer counselors in
a drug abuse program (Vacc, 1973). The article deals with the program
rationale, and the selection and training of volunteers in a success-
ful drug program. At first, I thought college drug programs might be
the exception relative to off-campus programs. Yet Zunker (1975) re-
ports that three quarters of the four-year institutions that used stu-
dents as therapeutic agents, had these students performing drug abuse
counseling services.
Sexual concerns and self growth .
At the University of Miami, students preferred peer counselors for
drug and sexual concerns (Zwibelman, 1977). In contrast to peer drug
counseling, there are numerous articles dealing with peer counseling for
human sexuality problems (Amdur et al
. ,
1974; Baldwin & Staub, 1976;
Huscher, 1976; Sanders et al
.
,
1978; Brandenburg, 1976; Zwibelman &
Hinrichsen, 1977). Basically, student sexuality counselors provide
information about abortion, contraception, pregnancy, sexuality, etc.,
and act in a referant capacity to appropriate agencies (Sanders et al
.
,
1978; Zwibelman & Hinrichsen, 1977). Specialized training in sex-re-
lated matters results in more direct assistance relative to just re-
ferral functions (Huscher, 1976; Zwibelman & Hinrichsen, 1977). Baldwin
and Staub (1976) describe a human sexuality information and counseling
program that promotes increased sexual reponsibil ity through personal
growth. Personal growth could be aided by some form of training group
experience. Peirce and Schwartz (1978) describe a group experience
that is led by volunteer nonprofessionals who follow a group supervision
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format. Essentially, student participants are encouraged to listen
to each other, to feel positively about themselves, and to be more com-
fortable with their feelings. There is no doubt in my mind about the
importance and effectiveness of group experience as a vehicle for per-
sonal growth. Previously, I stressed the value of self-awareness
activities with regard to institutional survival. My personal exper-
iences lead me to believe that this function could be done by student
paraprofessionals who are carefully selected, trained, and supervised.
Personal
-adjustment
.
The most controversial use of college students is in the area of
personal adjustment problems. It would be redundant to repeat things
that I have already said about the acceptance and success of such ser-
vices. Instead, I want to discuss operation of a publicized and suc-
cessful program of peer counseling. I will concentrate on those ser-
vices that pertain most to personal problems.
At American University, it's first peer counseling program was a
student-operated telephone crisis and referral service (McCarthy &
Berman, 1971). The Hotline program involved intensive training in
telephone crises counseling (e.g., drugs, sex, loneliness, depression,
etc.), and communication skills (listening and responding; Leventhal
et al., 1976). The Hotline receives approximately seven thousand calls
each semester and offers an information service involving sex and drug
pamphlets, a ride (transportation) board, and a drug watch listing.
During the spring 1970 semester, eight Hotline students volunteered
for further training and work in a new face-to-face counseling program
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called the Companion Program. The Companion Program was devised to
enable students to participate in carefully selected face-to-face
counseling situations that are described in various articles (McCarthy
& Michaud, 1971; McCarthy, Wasserman, Ferree, 1975; Leventhal et al.,
1976)
. "Student coordinators direct the service, implement the train-
ing, and assign the companions to clients" (McCarthy, Wasserman, &
Ferree, 1975, p.69). Companions are used as aides to counselors,
helping a client with specific skills (e.g., social behaviors, asser-
tive skills, study habits, etc.), and sometimes role modeling asser-
tive and interpersonal behaviors. Companions also help students who
are oxperiencing an immediate crisis (o.g., an unplanned pregnancy,
an adverse drug reaction, etc.), and functioned as simulated clients
for practicum students in counseling and psychology programs. Clients
are most often referred by the Counseling Center and occasionally by
the Hotline.
Minority groups
.
Sevayega (1978) describes a program for peer advisors where part
of the training deals with interracial understanding. Historically,
the counseling of special groups (e.g., blacks, latinos, etc.) has
been a neglected and ambiguous area. Vontress (1971) feels that the
cultural and language differences between a white counselor and a
black client are an obstacle to the establishment of rapport in the
relationship. Perhaps, this is a reason for more racial minorities
seeking peer counselors relative to professional helpers (Hewitt,
1977)
. Peers may be a more attractive alternative because they are
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less threatening due to their status and age.
Minority groups are represented in greater numbers at academic
institutions relative to past years (Gravitz & Woods, 1976). Black
students have been shown not to have the same positive attitude as
white students about client and counseling groups (Johnson, 1976).
Yet, minority students who utilize peer counselor services are less
likely to drop out of college (Benson, 1975) and exhibit greater le-
vels of self-disclosure and trust (Williams, 1973). It would seem
that peer counseling programs would be especially important to the
servicing of minority groups. Gravitz and Woods (1976) feel that the
most effective way to service minorities is to develop more than just
a peer counseling program. They argue the need for multi-ethnic coun-
seling that utilized trained minority students to serve other minority
students. It certainly would be easier and more realistic to find and
train minority students, than it would be to wait for the hiring of
minority counselors. Kane (1979) has discussed the advantages and
guidelines for such a peer (minority) counseling program and is sup-
ported by the success of similar programs (Copeland, 1979; Kane, 1979).
Regardless of race, clients tend to prefer counselors of their
own sex (Dana, Heynen, and Burdette, 1974). The interaction of clients
and counselors is different for different combinations of the sexes
(Barreda-Hanson, 1976). It would therefore, be important to attempt
to match peer counselors to clients on the basis of sex and race.
The selection, training, and standards for student paraprofessionals.
Acceptance, ethics and standards .
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Counseling is serious business necessitating the careful selection,
training and supervision of professional and nonprofessional helpers.
Vafakas (1974) found little consistency among community college coun-
selors in matters dealing with ethics. She stated that it was question-
able whether these counselors respected client attitudes that were dif-
ferent from institutional goals or the counselors value systan. It's
time for counselors to get their acts together and to implement stand-
ards and guidelines for all kinds of helpers. The American Psycholo-
gical Association (APA) has a pamphlet containing ethics and standards
for psychologists that amount to nothing more than suggestions. Only
APA members may be censured for ethics violations. The point is that
there are a whole bunch of helpers who do not belong to the APA. A
client's welfare should be cause for professional organizations to lob-
by for a uniform set of guidelines for helpers. This code of appro-
priate behaviors would be adopted by helping institutions and agencies.
But part of the problem is the segmenting of helpers into status cate-
gories that obscure more important issues. There are people with MSW
degrees (Masters in Social Work), and Masters degrees in psychology,
who provide quality, professional service to clients. Yet, an organi-
zation like the Massachusetts Psychological Association (MPA), will
help to make such a person feel like a second class citizen by categor-
izing him/her as an associate. A label that implies lower status and
power. The point is that we can think ourselves more important than we
are. Unless we are more accepting of different kinds of helpers (e.g.,
psychiatrists, clinical psychologists, counselors, social workers, etc.),
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we may become insensitive to those factors that increase the effective-
ness of a helper. If professionals have a problem accepting other pro-
fessionals, then I think nonprofessionals are less likely to be ac-
cepted or appreciated for helping work.'
Nonprofessionals are useful people who may become necessary to
the future execution of helping services. The utilization of student
paraprofessionals in different counseling services necessitates the
development of selection procedures and training that works to effect
the execution of specific counseling functions. Yet, the outright ex-
clusion of student paraprofessionals from personal
-adjustment problems
may signify the insecurity and feelings of inferiority that are suf-
fered by some professionals. Is it necessary for a professional coun-
selor to argue that he is important because he is the only person who
can effectively deal with a particular kind of problem? The exclusion
of paraprofessionals from personal problem counseling could be, in
part, an effort to provide a reason for the existence of the profes-
sional counselor. Certainly, professional counselors carry a wealth
of experience and training that is helpful to the organization and
growth of counseling services. Yet, the special ness of a counselor
can lead to an attitude that obstructs his connection to others. Un-
til professional counselors identify with student professionals, some
counselors will continue to lack the sensitivity to appreciate the worth
and value of student helpers.
Regardless of the kinds of services that paraprofessionals perform,
they become a link between students and staff (Gruver, 1971; Gravitz &
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Wood, 1976; Young, 1975). At Allegany Community College, the
primary responsibility of paraprofessionals is to enhance communica-
tion among students and between students and staff (Young, 1975).
Once communication is established, paraprofessionals can acquaint
students with the various counseling services and make appropriate
referrals (Gravitz, 1974; Young, 1975). In addition, the needs and
goals of students can be discussed (Gruver, 1971), so that the needs
of the student body might be better served by the institution (Gravits,
1974).
Selection criteria for peer counselors
.
One problem connected with the administration of a student para-
professional counseling program is the determination of what criteria
are necessary for the selection of students who can best meet the
needs of the program. Sometimes, candidates for peer counseling are
assessed on the basis of college grade average, college major/minor,
and previous leadership experience. Good academic performance and
study skills are considered to be essential criteria for students de-
siring to become academic counselors (Brown, 1972). Allen (1974) con-
siders sophomores and juniors to be the best candidates for programs
that involve a great deal of training. He feels that the drop-out
rate for freshmen is higher
,
and graduation for upperclassmen insures
a turn over of student helpers over a reasonable time. Del worth,
Sherwood, and Casaburri (1974) argue that the advantage of juniors and
seniors are their experiences within an institution that lead to the
development of an ability to help others. Zehring (1976) discussed
the qualifications for peer counseling in the Career and Placement
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Office of Earlham College. Potential peer counselors were required to
have a B or better average grade, junior or senior standing, and a
people-oriented major (e.g., psychology, sociology, etc.). Prefer-
ence is given to students planning a person-oriented career and who
have part-time and summer work experiences that involve leadership
abilities and college or community activities.
Zunker (1975) reports that the criteria used for the selection of
student paraprofessionals in four-year academic institutions, are bas-
ically the same criteria reported by Brown and Zunker (1966) for a
1963 survey. The criteria most often used were previous leadership
experience, dormitory director's evaluation, college grade averages,
faculty members evaluations, and peer acceptance ratings. Criteria
that are less frequently employed are scholastic ability test scores,
personality questionnaire scores, and the results of study habits tests.
Delworth, Sherwood, and Casaburri (1974) suggest that potential
peer counselors be assessed by performance criteria that give a candi-
date an opportunity to perform rather than just talk. A performance
criterion that could be used in the assessment of a candidate is role
play. At American University, candidates for the Hotline crisis center
are asked to demonstrate how they would handle a role-played telephone
call involving suicide, depression, or abortion (McCarthy & Berman,
1971). Potential counselors are rated on their approach, perceptive-
ness, and responsiveness to the needs of the caller. A similar ap-
proach to role playing, is the use of sociodrama to rate and select
prospective residence hall assistants (Nair & Senders, 1969). This
procedure involves three to five candidates who play out a dormitory
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problem situation or personal crisis for one hour. During the drama,
candidates are asked to change roles (e.g., advisor to advisee), or to
justify their behaviors.
Smith (1976) described the evaluation of group leaders in a help-
ing program, using modifications of the Carkhuff Index of Communication
and Gazda's Global Scale. Cannon and Peterman (1973) also reported
using rating scales similar to the kind used by Carkhuff to evaluate
prospective residence hall advisors. Such rating scales are considered
to be a good assessment tool for evaluating potential peer counselors
(Del worth, Sherwood, & Casaburri, 1974).
Mullozzi and Spees (1971) describe a selection tool called the
leaderless group discussion method (LGD). Candidates for a dormitory
counselor program are seated in groups of six, within an observation
room. Each group is given a problem to discuss, knowing that they are
being observed and evaluated by three experienced residence hall staff
members. Banta (1969) compared the LGD method to a standard interview.
He found that the majority of raters preferred the LGD procedure even
though there was no statistical evidence to indicate that leadership
group discussion was a more effective method of selecting potential peer
counselors. In addition, Haldane (1973) found no significant cor-
relation between the job performance of residence hall counselors and
the ratings they received on the LGD selection procedure.
Wyrick and Mitchell (1971) selected students for a residence hall
counselor program on the basis of an analysis of a twenty minute coun-
seling interview that the candidate conducts with a student who acts
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the part or role of a client. However, German (1976) suggests that the
interview process may favor students with good interview skills.
Banta (1969) reports that a quickly administered self-report of
previous leadership experiences seems to be a more valid predictor of
leadership performance than various applied evaluation tools (e.g.,
leaderless group discussion, a standard interview, role play, etc.).
Thus, a simple biographical data sheet may be a sufficient selection
tool when it is not possible to use more applied and time consuming
selection tools.
Another criteria for the selection of paraprofessional counselor
candidates are the various personality characteristics that are con-
sidered important to the helping process. At American University, di-
rectors of the Companion Program seek candidates who possess such char-
acteristics as "..warmth, genuineness, empathy, self-disclosure, lis-
tening skills, role-playing ability, ability to give feedback, and the
ability to learn from training" (McCarthy, Wasserman & Feree, 1975, p.
66). McCarthy and Berman (1971) report that the American University
crisis center desires students who can demonstrate evidence of emotional
stability, personal integrity, and receptivity to learning. At a com-
munity college, candidates for peer counseling are sought who exhibit a
positive regard for others and self, unconditional acceptance for others,
and a capacity for warmth, empathy, and sensitivity in dealing with
others (Pyle & Snyder, 1974). Zehring (1976) in selecting students for
career peer counseling, emphasized the personal qualities of empathy,
ability to develop rapport and emotional stability. Carkhuff (1971)
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correlated effective counseling with high levels of empathy, respect,
concreteness, genuineness, confrontation, and immediacy.
German (1979) conducted a review of the literature concerning un-
dergraduate paraprofessionals and perhaps, best described those per-
sonal characteristics that are sought in peer counseling candidates.
These are (a) a concern for and desire and ability
to contribute to the academic, social, and personal
development of others; (b) good communication skills;
(c) the abil i ty to provide an emotional climate fa-
cilitative to growth; (d) adequate personal adjust-
ment; (e) the ability to manage one's own school life;
(f) good leadership skills; and (g) the ability to
profit from training.
In addition, it may be necessary for a candidate to be able to un-
derstand and work comfortably with the philosophy of a particular coun-
seling program (Del worth, Sherwood, & Casaburri, 1974). Therefore,
Delworth et al . suggests that it may be necessary to provide a candi-
date with a clear and precise description of the role expected of him.
One way to generate data about personal characteristics is to use
personality inventories and other assessment devices. Holbrook (1974)
found a significant difference between more effective vs. less effec-
tive residence hall counselors on selected scales of the Edwards Per-
sonal Preference Schedule (EPPS). Holler (1976) found male potential
peer counselors scored very high, relative to the control group, on
achievement, order, dominance, endurance, and aggression scales and
notably lower on the exhibition, and succorance scales. Female poten-
tial peer counselors scored much higher on the affiliation, intracep-
tion, succorance, and nurturance scales. "Male and female potential
peer counselors were considerably more consistent in their answers than
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were the control group members" (p. 4135A). Ruth (1975) had peer and
certified counselors fill in Information Data Cards and complete both
the EPPS and the California Test of Personality. She found that peer
counselors significantly related to fewer credit hours dropped by
counselees when the peer counselor showed low nervous symptoms, middle
endurance, abasement, were eighteen to twenty-one years of age, and
had a designated major. Dawson (1973) used Cattell's sixteen P.F.
test of personality on volunteers for a peer counseling program. He
concluded that they were bright, humanistic, and assertive, yet sen-
sitive. These student volunteers possessed what Dawson called an emo-
tional honesty, and a critical radicalism that enabled them to relate
well to other students. Hayes (1971) used the Personal Orientation In-
ventory (POI) on dormitory counselors and found that only the self-
regard scale discriminated between more and less effective dormitory
counselors. However, Atkinson, Williams, and Garb (1973) found no re-
lationship between POI scales and the effectiveness of residence hall
counselors.
The choice of a selection procedure is influenced by the needs of
the programs, the role or function of student paraprofessional coun-
selors, the qualifications sought in student candidates, and the time,
staff, and resources that are available for the selection process (Ger-
man, 1979). Yet, there is a lack of research that compares research
tools with the before and after performances of peer counselors in spe-
cific programs. In addition, the available research is confounded by
small sample sizes, studies involving variable populations, and a lack
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of uniformity in regard to role and definitions. It may be that fu-
ture research will demonstrate the specific selection tools that are
needed for the selection of the most effective candidate in a particu-
lar role. For example, the evaluation of a role play may be the best
way to find more effective hot-line operators while the information from
a biodata sheet (Banta, 1969) and academic transcript, may be the most
appropriate information in the selection of student academic counsel-
ors (German, 1979).
Training programs for peer counselors
.
Another problem in the administration of a student paraprofessional
program is the training necessary to get students to be most effective
in their assigned counseling roles. West and Ray (1977) reported no
significant difference in the effectiveness of student helpers that
were trained vs. those not-trained. Training consisted of Integrated
Microcounseling and the Human Relations Skills Training Program. At
first, I had great difficulty understanding how this training didn't
influence the effectiveness of student helpers by giving them an or-
ganization and sense of direction in dealing with others. I now be-
lieve that the small number of students used per group may account for
the lack of effect. Most studies argue for the training of student
paraprofessional counselors (Hewitt, 1977; Speigel, 1976; Williams,
1975; Willis, 1977; Westman, 1977; Zwebelman & Hinrichsen, 1977).
Speigel (1976) argues that the extensive training of peer counselors is
an essential step toward legitimizing their skills and roles as helpers.
Westman (1977) also stressed the importance of training in special
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knowledge and skills to achieve paraprofessional effectiveness and
Willis (1977) found that freshmen rated trained peer counselors more
positively than non- trained counselors.
The issue may not be the training of peer counselors, but rather
what kind of training is most appropriate for the best effect. Kopita
(1973) thinks that structured training programs lead to more favorable
attitudes and performance changes relative to unstructured training
programs. Generally, structured training programs involve two basic
kinds of training. There is training in basic counseling skills (e.g.,
attending and listening skills), and training that is specific to the
service (e.g., information about institutional resources, sex, careers,
etc.) performed by the peer counselor (Mauldin, 1977; McCarthy, Wasser-
man & Ferree, 1975; Zehring, 1976; Dorosin, D' Andrea & Jacks, 1977;
Zwibelman & Hinrichsen, 1977).
Terrell (1977) found that the behaviors of paraprofessional
s
could be significantly affected by microtraining experience. Dorosin,
D' Andrea, and Jacks (1977) feel that the microcounseling techniques of
Ivey (Ivey & Glickstern, 1976a, 1976b, 1977, 1978) are the best model
for the training of basic skills. I agree, this model has helped me
to be more self-confident as a helper because my counseling behaviors
are better developed and organized. Microskills training is a starting
point that can be especially impacting when related to specific theories
of counseling. Ivey and Simek (1980) did just that by making different
worldviews (theories) pragmatic by relating them to specific micro-
skills. Also, training in microskills can be aided by the use of video-
tape playback systems (Goodman, 1978; Dorosin, D' Andrea, & Jacks, 1977).
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Training that is geared toward a specific counseling service, obviously,
is a function of the role assumed by the student counselor. Brown and
Myers (1975) describe the training of student curriculum advisors who
participate in workshops where information is presented about clerical
procedures, enrollments, and specific advisees. In addition, the ad-
visor-advisee relationship is studied via role playing. At the Univer-
sity of Alabama, peer counselors are used at freshmen orientation (Maul-
din, 1977). The training of these peer counselors includes general in-
formation about orientation, the interpretation of test batteries,
university programs, organizations, and curriculum offerings. Zehring
(1976) describes the training of student paraprofessionals that are
used in career and placement counseling. Peer counselors are expected
to read material about career planning and placement and to be acquain-
ted with the various resources in this area. Also, peer counselors
participate in supervised role play, take field trips, and regularly
meet with a supervisor. Student counselors that are used in health or
sexuality services are given basic information about sexuality, contra-
ception, pregnancy, etc. (Dorosin, D'Andrea, & Jacks, 1977; Zwibelman
& Hinrichsen, 1977). At American University, students trained for
the Companion Program are given information about the history and ra-
tionale of the program and discuss confidentiality and the social
-
learning model (McCarthy, Wasserman, & Ferree, 1975). In addition,
companions are taught skills in handling the initial contact, doing
behavioral rehearsal, giving feedback, problem solving, specifying goals,
and terminating.
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Zunker's (1975) survey of four-year academic institutions reveals
that the greater the enrollment, the greater the time spent in training
student paraprofessionals. Student paraprofessional s that are used in
areas of dormitory life supervision, reading/study habits, and personal/
social problems, receive more than twenty hours of training at more
than double the number of larger institutions (enrollments over eight
thousand), as compared to smaller four-year colleges (enrollments
under three thousand). It is also interesting that larger institutions
are more likely to give course credit for the work and training of stu-
dent paraprofessionals.
The benefits to using student paraprofessionals.
In my opinion there are three major consequences to the utiliza-
tion of student paraprofessionals. The first and foremost benefit is
the serving of larger numbers of students at minimal cost, time, and
institutional resources. In addition, nontraditional or disadvan-
taged students (e.g., minorities, older returning adults, etc.) are
more likely to seek counseling services (Gravitz & Woods, 1976). A
second benefit to having a peer counseling program is the decentrali-
zation of some counseling services from an office to places frequented
more so by students. The result is increased visibility and access-
ability that may help some students to become more aware and inclined
to seek counseling services. In addition, a peer counseling program
might be a good public relations vehicle for helping to inform faculty
about the various counseling services of an institution. A third out-
come of the utilization of peer counselors is the personal benefits
that are derived from helping others.
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Riessman (1965) hypothesized that helpers derive personal bene-
fits from their helper role. He called this phenomenon the helper
therapy principle. West and Ray (1977) generally support the helper
therapy principle. Bry et al. (1975) concluded that peer counselors
for disadvantaged students gain insights into their own behaviors
and mature in their interpersonal relationships. Student counselors
at a Drop-In Center report growth in maturity, the assumption of great-
er responsibility, increased sensitivity to others, greater self-
acceptance, and greater insight into self and others (Snadowski &
Myer, 1975). More recently, Carkhuff (1971) has proposed that just
training a helper is optimally therapeutic for the helper. Goldin
(1977) reports that peer counselors who take a one semester course
as part of a peer counseling training program exhibit substantial
personal growth. Comeau (1977) found that women college students be-
came more empathetic and tolerant, while they were concurrently coun-
seling/advising and learning counseling skills and psychology. Woud-
enberg and Payne (1978) took volunteers from an introductory psychology
class and put them through a training program for peer counselors at
the University of Cincinnati. They found that after training, these
volunteers reported significant decreases in five largely interpersonal
problem areas and significant increases in empathy.
Problems concerning the literature about student paraprofessionals.
The literature dealing with the utilization of peer counselors
indicates an array of selection tools, training techniques, and services
provided by peer counselors. Yet, it is difficult to process this in-
formation in light of the numerous methodological problems that are
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characteristic of many studies. For example, there are a large quan-
tity of studies that used a small number of subjects per experimental
and control groups. Some of these studies are: West and Ray (1976);
Williams (1973); Copeland (1974); Savarese (1974); McLean (1974);
Mass (1977); Dawson (1973); Goldin (1977); Snadowski and Meyer (1975);
Kopita (1973); Rent (1976); Mauldin (1977); etc. In addition, there
are various studies that lacked adequate control conditions.
Bonner (1972) generated experimental and control groups, but
provided no information as to whether or not these groups were matched
for various demographic characteristics (e.g., age, sex, marital sta-
tus, year in school, academic major, etc.). Williams (1973) conducted
a study to compare the effects of peer and professional counseling on
blacks, but failed to separate the effect of peer and professional coun-
seling from race and sex. The peer counselors were all male and fe-
male blacks, and the professional counselors were white males. Maul-
din (1977) compared professional counselors with peer counselors at
freshman orientation. The problem is that the peer counselors were
graduate students who may have seemed more different than similar to
undergraduate students.
Other kinds of problems include the lack of consistency in defin-
itions, assessment devices, selection tools, training, and peer coun-
selor roles.
CHAPTER III
METHODOLOGY
The study was designed to test the feasibility of a working peer
counseling program at Holyoke Community College and to provide a model
for similar programs in the future. Initially, it was necessary to
take two steps before the construction of the design of the study in
order to ensure a reasonable probability of success. The first step
was the formulation of relevant hypotheses and questions; the second
was a search for pertinent information (a literature search). These
steps give the study a direction or focus, the answers to the hypothe-
ses and questions, and provide information that may help the running
of similar studies.
The following is a discussion of the hypotheses and questions that
affected the development of the study design. The design is then ex-
plained, followed by the subjects and instrumentation used in the study.
Specific Hypotheses
Hypothesis I : A peer advisor program that is intrusive and pre-
sents informational and skills activities, will result in higher Qual-
ity Point Averages (Q.P.A.) for full-time students and a greater num-
ber of full-time students making the Dean's Honor List.
At the University of Nevada, Glennen (1975) found that an intrusive
counseling program resulted in a significant increase in the number of
students achieving the Dean's Honor List. In addition. Brown et al.,
(1971) conducted a peer advisor program that recorded significantly
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better grade averages for their subjects. Perhaps, a combination of in-
trusive counseling and a peer advisor program will help more students to
achieve better grades and academic honors.
Hypothesis II : A peer advisor program that is intrusive and pre-
sonts informational and skills activities, will result in a decline in
the number of courses or credit hours dropped by full-time students.
Brown et al
. , (1971) demonstrated that incoming freshmen, identi-
fied as potential dropouts, gained survival skills from a peer counseling
program. Their data indicated significant positive changes in study
orientation, study knowledge, and a reduction in residual study prob-
lems. In addition, students who participated in this program achieved
better grade averages. It seems to me that students who achieve better
grades and improve their study skills and attitudes, are less likely to
drop courses.
Hypothesis III : A peer advisor program that is intrusive and pre-
sents informational and skills activities, will result in a decline in
the number of withdrawals from the College.
Hypothesis III is supported by Glennen's (1975) finding that intru-
sive counseling led to a reduction in the number of withdrawals at the
University of Nevada. Fewer student withdrawals were also reported for
peer advisors relative to faculty advisors in a study by Brown and My-
ers (1975). The present experiment attempts to establish a caring and
supportive atmosphere that will help students to endure the responsi-
bilities and pressures of College life.
Hypothesis IV : A peer advisor program that is intrusive and pre-
sents informational and skills activities, will result in fewer full-
time students on academic probation.
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Glennen (1975) reported better grades for students experiencing
intrusive counseling. In addition. Brown et al
.
(1971) reported bet-
ter grades and the acquisition of study skills for students given peer
advisor counseling. Therefore, better grades and improved study skills
should help to decrease the number of students on academic probation.
Hypothesis V : A peer advisor program that is intrusive and pre-
sents informational and skills activities, will have a greater impact
on new freshmen relative to returning college students.
Hypothesis V is grounded in the success of a peer advisor program
that was developed by Brown et al
.
(1971). This program demonstrated
that incoming freshmen acquired information and study skills that helped
them to academically survive. Perhaps, incoming freshmen are most im-
pressionable because they are in the process of developing survival
skills. In contrast, returning students have tested academic skills
that may be reluctant to change because of the past usefulness of
these skills.
Hypothesis VI : Full-time students who participate in a peer ad-
visor program, will have a more positive attitude about peer advisors
relative to faculty advisors.
The strongest support for Hypothesis VI comes from studies by
Brown & Myers (1975) and Brown et al . (1971), which report strong posi-
tive attitudes about peer advisors by other students. Strong & Matross
(1973) contend that a counselor's similarity may lead to the client's
perception of the counselor as an appropriate person to assist him with
his problem. A peer counselor's age and status may result
in a student
client perceiving him as less threatening, more understanding,
and
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therefore, more helpful (Spiegel, 1976a). Dana, Heynen, & Burdette
(1974) administered a questionnaire to three hundred and sixty students
at the University of Arkansas. They found that these students preferred
the help from their peers to help from professionals identified with
campus facilties.
Hypothesis VII : A peer counselor advisor, who uses intrusive
counseling and participates in informational and skills activities,
will experience personal growth and skills development.
In 1965, Riessman hypothesized that helpers derive personal bene-
fits from their helper role (The Helper Therapy Principle). Since then,
numerous studies have generally supported the Helper Therapy Principle
(e.g.. West & Ray, 1977; Bry et al
,
1975; Snadowski & Myer, 1975; etc.).
A peer counselor may experience insight into self and others, increased
sensitivity and responsibility, changes in self-image, etc. In addition,
peer counselors are learning and refining skills and information that
may help them to better survive academically.
In the present experiment, peer counselors will make personal gains
that will be reflected in profile changes on the Personal Orientation
Inventory (POI). It is hypothesized that peer counselors will become
more self-actualized as a result of the therapeutic benefits of peer
counsel ing.
Hypothesis VIII : Peer counselor advisors will demonstrate a pattern
of needs that is different from the pattern of needs for other students
at the College.
Holbrook (1974) found a significant difference between more effec-
tive vs. less effective residence hall counselors on selected scales of
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the Edwards Personal Preference Schedule (EPPS). Holler (1976) demon-
strated significant differences between the EPPS profiles for male
potential peer counselors and female potential peer counselors and
their respective control groups. Ruth (1975) found that the effective-
ness of a peer counselor was related to a combination of specific char-
acteristics, including specific levels of needs measured by the EPPS.
Questions Under Study
Although the following questions will not be analyzed for signi-
ficant results, the data collected will be displayed and analyzed as
additional information that may help to clarify issues under study.
Question I : Will the data taken from instruments in this study
discriminate between effective vs. non-effective peer counselor ad-
visors?
Question II : Do effective peer counselor advisors demonstrate
interests and characteristics that correspond to the interests and
characteristics of persons in the human services area (SCII)?
Design
Scheduled activities .
Peer counselors met during the last week in August to begin
training for this program. The first session, lasting approximately
three hours, was devoted to a discussion and practice of non-verbal be-
haviors and attending skills that are conducive to good listening.
On the next day, a second two and one-half hour session was devoted to
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a preparation for Freshmen Orientation. Freshmen Orientation was run
in the Campus Plaza, where incoming freshmen listened to various Ad-
ministrators of the College. At that time, new students were sent to
large rooms or auditoriums, where they met Divisional chairpersons and
their assigned advisors. The three peer counselor advisors that were
assigned to the same curriculum took their advisees from these larger
settings to a smaller room. Then, each peer counselor introduced her-
self/himself and gave a summary of the program and it's goals. Empha-
sis was placed on the accessabil ity of the peer advisors for informa-
tion, referral, and problem solving functions. There was also a discus-
sion of the adjustment problems that might face beginning freshmen.
Orientation concluded with a tour of the facilities and involved about
two hours of active participation by the peer counselors.
After the start of classes, (September 2, 1980) peer counselor
advisors met with me for two and one-half to three hours per week.
Weekly meetings dealt with counseling skills, preparation for organized
activities, feedback about past activities, supplemental information,
guest lecturers, etc. Supplemental activities included three video-
tapes, totaling 89:41 minutes, on basic attending skills (Ivey), prac-
tice sessions using attending skills, and clerical work related to the
objectives of this program.
After Freshmen Orientation, there were four scheduled activities
that were integral to the operation of this program. In the order of
implementation, these activities included: 1) a personal meeting between
the student advisees and their peer counselor advisors, at the start of
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the semester; 2) study skills workshops during the fifth and sixth weeks
of classes; 3) pre-registration for the Spring semester during October
27 thru November 6; and 4) a workshop dealing with financial aid, awards,
scholarships, independent study, etc., on December 3, 1980.
During the first week of classes, peer counselors mailed a packet
of information to each advisee at his/her place of residence. A letter
explaining the goals, objectives, and operation of the program was in-
cluded. Each advisee was asked to voluntarily participate and to con-
tact the Director of the Program in the event of problems, feedback,
or information. All program participants were also asked to sign an
"Informed Consent and Release of Information Form" (Appendix/^. In-
cluded in the packet was a personalized letter, written by each peer
counselor. It welcomed each student advisee and requested a personal
meeting between the peer counselor and his/her advisee. This meeting
was to be arranged through the use of appointment sheets that were
placed in front of the registrar's office during the week of Septem-
ber 8 thru the 12. These appointment sheets were so addressed and were
headed by the names of the initial faculty advisor and the substituting
peer counselor. These sheets also included the location, and availa-
bility of the peer counselor for the September 15 thru 26 period. Stu-
dent advisees were asked to contact their peer advisors in the event of
a conflict with the time slots on the appointment sheets. Advisees were
also sent copies of the schedules of their peer advisors so that contact
might be made between classes. In addition, mail box numbers and the
phone numbers for the peer counselors were provided to the student
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advisees, along with the location and availability of the Director of
the Program. If an advisee failed to respond to any of the materials
above, then he/she was pursued by another letter that expressed concern
for the advisee and the importance of participation in the program.
The Study Skills Workshops were the third scheduled activity.
There were two Workshops; the first was scheduled during the fifth week
of classes (October 1), and the second occurred during the sixth week.
Each Workshop was noncunmulative and two hours long. Students were noti-
fied by mail of these activities and were asked to participate volun-
tarily. Four peer counselors ran the first design on a Wednesday at
2:30 P.M. This is a free period when classes are not usually scheduled.
The second design was run by five peer counselors on the same day and
at the same time of the following week. The content of the designs
(Appendix B) included the following topics: 1) effective listening;
2) notetaking; 3) reading skills; 4) memory and concentration; 5) ex-
aminations; 6) writing skills; 7) oral reports; 8) scheduling time; and
9) sources of help. Students who desired more detail were encouraged to
sign up for a course in study skills that was taught by the counseling
department.
The fourth scheduled activity was pre-registration for the Spring
semester (October 27 thru November 6). Peer counselors met with faculty,
who had advisees participating in this experiment, to arrange a coopera-
tive pre-registration plan. The initial contact between faculty and peer
counselors was an opportunity for these people to become acquainted, and
for the faculty advisors to establish a new advising role. Faculty
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advisors made their offices available to the peer counselors to pre-
register students. The peer advisors were totally responsible for aca-
demic information and the planning of course schedules for other stu-
dents during the pre-registration period. Student advisees were noti-
fied of the pre- registration period and were told to use appointment
sheets in front of the Registrar's Office for the purpose of signing
up for a scheduling appointment during the pre-registration period.
Pre-registration appointments were an opportunity for the peer advisors
to reinforce students for good grades, inform them of the upcoming
Workshop on financial aid and awards, and offer information, counseling,
and/or referral for academic problems. Faculty advisors provided in-
formation, special instructions about courses and curriculum, and acted
as resource agents for the peer advisors. Since pre-regi strati on was
done in the offices of faculty advisors, private time for faculty and
peer advisors was easily arranged for faculty to look over and sign pre-
registration schedules.
A Workshop on financial aid and awards was the fifth and final
scheduled activity. Students were notified by mail of location, place,
and nature of this event. The Workshop lasted two hours and was
scheduled on a Wednesday at 2:30 P.M. on December 3. The focus was
primarily on the major programs of financial aid at Holyoke Community
College. Aid Programs (Appendix C) were broken down into three cate-
gories: 1) grants; 2) loans; and 3) jobs. The following is a more
specific breakdown of each category.
Grants : 1) Massachusetts State Scholarship Program; 2) Basic
Educational Opportunity Grant (BEOG); 3) Supplemental Educational Op-
f
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portunity Grant (SEOG); 4) Nursing Scholarship (NS); 5) Student-Faculty
Cooperative Center (SFCC).
Loans : 1) National Direct Student Loan (NDSL); 2) Nursing Student
Loan (NSL); and 3) Guaranteed Student Loan (GSL).
Jobs : 1) College Work-Study (CWS); 2) SFCC Work-Study; and 3)
Holyoke Community College Work-Study.
In addition, this workshop addressed the following questions: 1)
Who is eligible? 2) What is the award value? 3) How are awards deter-
mined? and 4) How do I apply?
During the semester, peer counselors followed-up on students who
did not attend Freshmen Orientation, and/or pre-registration. Informa-
tional, listening, referral, and caring roles were practiced by the peer
counselor advisors during all scheduled activities.
Unscheduled activities .
It was the responsibility of each peer counselor to make time
available every week for their advisees. Student advisees theoretically
made initial contact with their peer counselor advisors at freshmen ori-
entation and/or the personal meeting time set aside at the start of the
semester. Other scheduled activities were also an opportunity for peer
advisors and advisees to meet and interact with one another. Student
advisees also had the option of arranging a spontaneous meeting with
their peer advisors at any time during the semester. Peer advisors were
contacted by phone, through messages left either in their student mail
boxes or at the office of the Director of the Program, and by visits
from
other students between classes. If there was a need for an extended
meet
t
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ing, then a mutually agreed upon block of time was arranged within two
days of the first contact. The number of such meetings was infrequent,
averaging about two per peer counselor for the entire semester. Yet,
the quality of the time spent at such meetings seemed to be commendable.
In one case, a peer advisor spent two hours problem solving and then
walking an advisee through various administrative offices to a final so-
lution to a problem. Peer advisors not only spent unscheduled time with
other students, but also spent personal time practicing attending skills
and working on organizational or format problems, concerning the program.
Data from student advisees .
After the running of the Financial Aid Workshop, a "Survey of Stu-
f
dent Advisees for Information About the Advising Process at the College",
was mailed (December 5, 1980) to all the student advisees that parti-
cipated in this program (Appendix A ). This survey was designed to col-
lect information about student advisees, their activities, and opinions.
The survey was coded in order to provide the respondents complete anony-
mity. A self addressed envelope was enclosed and students were instruct-
ed to put the completed survey in the U.S. Mail, the campus mail, or in
a receptacle at the Office of the Director of the Program. Students who
didn't return a completed survey by January 1, 1981, were mailed a second
survey and another letter requesting their cooperation in completing the
survey.
During the month of January, 1981, the following information was
extracted from the academic transcripts of the participants:
1 . Freshmen or sophomore status
2. Curriculum
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3. Quality Point Average for the Fall 1980 semester
4. The number of courses dropped during the Fall 1980 semester
5. The number of credit hours dropped during the Fall 1980
semester
6. The number of semester hours completed for the Fall 1980
semester
7. Whether or not he/she withdrew from the College during the
Fall 1980 semester
8. Whether or not he/she was placed on academic probation at the
end of the Fall 1980 semester
9. Sex
All data sheets were coded so that future reference to that data
wouldn't necessitate identification of students by name.
,
Data from the peer counselor advisors .
Potential peer counselors were asked to complete a biographical
data sheet and to undergo a personal interview before acceptance in-
to the program. The information from these instruments was used to
select students who qualified for further training. Particular atten-
tion was paid to Q.P.A., maturity, number of psychology courses com-
pleted, motivation, and personal style. Training sessions began dur-
ing the last week in August. During the second week in September,
all peer counselor advisors were asked to complete the Edwards Per-
sonal Preference Schedule (EPPS), the Personal Orientation Inventory
(POI), and the Strong-Campbel 1 Interest Inventory (SCII). The EPPS
was taken by the peer advisors on the same day and at about the same
time as did a comparison group of 27 students. The comparison
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group consisting of students from two sections of Introductory Psy-
chology who had maintained a Q.P.A. of 2,7 or better, and had volunteered
to be part of the study. The data was coded to ensure complete confi-
dentiality for all concerned. Data for the EPPS was contrasted for ex-
perimental and control groups at the end of the study. The peer ad-
visors took the POI two days after completing the EPPS (Pre-condition).
At the end of the study (December 10), the peer advisors took the POI
for a second time (Post-condition). The Pre and Post conditions were
later correlated for the degree of relationship between the data. A
separate control group for the POI was unavailable on the day of testing.
The SCI! was administered without control groups to generate some addi-
tional descriptive data. The SCI I was given two days after the peer ad-
visors had taken the POI for the first time.
Subjects
Student advisees were selected from only the Social Sciences Division
of Holyoke Community College at the request of the Assistant Dean of the
College. It was also decided to select students from only three curricu-
lums (the Arts and Sciences, Law Enforcement, and Secretarial Science) so
that experimental and control groups could be more easily matched. Stu-
dents in a specific curriculum were selected on the basis of their as-
signment to a specific faculty advisor. In other words, the names of
faculty advisors in the curriculums of the Arts and Sciences, Law En-
forcement, and Secretarial Science were randomly selected from the So-
cial Sciences Division of the College. Approximately half of the advisees
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(101 students) of selected faculty advisors were assigned to peer coun-
selors and asked to participate in this project. The remaining advisees
(117 students) made up the control condition. These students remained
assigned to their faculty advisors and experienced the standard advising
system at the College.
Crosstabulation of the data from all student advisees in this study
(Table 2 ) demonstrated approximately equal numbers of freshmen and soph-
omores per control and experimental groups. Curriculum crosstabulated
with control and experimental conditions, demonstrated somewhat of a
balance between numbers of students, although it was more of a problem
getting a sufficient number of Secretarial Science advisees into the Ex-
perimental condition. This problem was due to the limited number of ad-
visees in. the Secretarial Science curriculum that are advised by Social
Sciences faculty.
Finally, there were twice as many women relative to men who par-
ticipated in this study. Part of the reason for this fact was the exclu-
sive enrollment of women in the Secretarial Science curriculum.
Peer counselor advisors were selected from the existing full-time
population of the College. The peer counseling program and the need for
peer counselor advisors was advertized in various psychology courses
during the Spring 1980. Students were selected to be candidates for
this program on the basis of their academic status, psychological course
work, and motivation. Preference was given to sophomores, but freshmen
who had completed one semester of academic work were also chosen. An
overall Quality Point Average (Q.P.A.) of 2.8 was required as an indica-
tion of committment and responsibility to the academic process. Comple-
TABLE 2
CROSSTABULATION OF EXPERIMENTAL AND CONTROL CONDITIONS
WITH CURRICULUM, STATUS, AND SEX FOR THE STUDENT
ADVISEES IN THIS STUDY
CURRICULUM
SECRETARIAL
ARTS & SCIENCES LAW ENFORCEMENT SCIENCE
EXPERIMENTAL GROUP 33 45 23
CONTROL GROUP 43 29 45
TOTAL: 7E 74: m
STATUS
FRESHMEN SOPHOMORES
EXPERIMENTAL GROUP 48 53
CONTROL GROUP 62 55
TOTAL: no 108
SEX
MALE FEMALE
EXPERIMENTAL GROUP 39 62
CONTROL GROUP 39 78
TOTAL: 78 140
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tion of at least the "Introduction to Psychology" course was required
as a possible indication of interest and some familiarity with the Social
Sciences. Preference was given to persons who have completed several
psychology and sociology courses with grades of C or better. Perhaps,
the most important criterion for the selection of a prospective peer
counselor advisor was motivation. A motivated peer counselor is a key
ingredient to the generation of a caring and supportive atmosphere.
Interest and enthusiasm was assessed at a personal interview and was
reflected by the attendance of the participants in the beginning activi-
ties. Academic course work, grades, and a personal interview led to the
selection of 18 candidates for this peer counseling program. Subse-
quent organizational meetings and initial training sessions led to a
further reduction of the candidates to finally 10 peer counselors. Nine
peer counselors were assigned to the experimental condition with three
peer counselors servicing each curriculum. Each peer counselor was re-
sponsible for approximately thirteen students. The extra peer counselor
was intended to help coordinate the program and to help the other peer
counselors in time of sickness or some personal problem. However, one
peer counselor removed herself from the study when she suffered a
collapsed lung. Therefore, the nine remaining peer counselors were
assigned to the same service role (the experimental treatment).
Instruments
Research data was recorded on 7 separate instruments. A biographi-
cal data sheet was used to collect information about the academic stand-
ing, psychological and socialogical course work, and counseling interests
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of peer counselors (Appendix A). A personal interview of each peer coun-
selor candidate provided some insight into the maturity, motivation,
and personal style of each person. Information about the academic per-
formance of student advisees was taken from the academic transcripts of
these students and recorded on transcript data sheets (Appendix A ).
There is no normative, reliability, or validity data for any of these
instruments.
The remaining four instruments are more sophisticated devices for
the purpose of collecting data and requiring more of an explanation as
to their purpose and construction. The Personal Orientation Inventory
(POI) was used to measure the degree to which the attitudes and values of
peer counselor advisors compared with those of self-actualizing people.
In addition, the POI was used to measure changes in attitudes and values
over the Fall 1980 semester as compared to sel f-actual i zing people.
The Edwards Personal Preference Schedule (EPPS) was used to profile
peer counselor advisors in terms of fifteen manifest needs (Shaffer,
1955). Particular attention was payed to the highest and lowest per-
centile scores for the different needs.
The Strong-Campbel 1 Interest Inventory (SCII) was used to compare
the interests and characteristics of peer counselor advisors with
the
interests and characteristics of people in specific occupations.
Also,
the SCII was used to demonstrate whether or not there was a
correspon-
dence across peer counselors with the interests and
characteristics of
people in human services work.
Finally, the last instrument was constructed to survey
student ad-
visees about the advising process at the College.
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The Personal Orientation Inventory (POI)
.
The POI profile for peer counselors was used to show the degree to
which their attitudes and values compared with those of self-actualizing
people. "A self-actualizing person is one who is more fully functioning
and who lives a more enriched life than does the average person"(P0I
Manual, 1975, p.4). The peer counselor role has been related to the ex-
perience of personal benefits. Therefore, the POI was used to demonstrate
whether or not there had been movement toward self-actualization by the
peer counselor at the end of the study.
The POI consists of one hundred and fifty-two choice comparative
value and behavior judgments. The interpretation of raw scores falls in-
to two general categories, the ratio and profile scores. Ratio scores
are bifurcated into time and support ratio scores. The support scale
determines whether a person is guided primarily by internalized princi-
ples and motivations or by peer groups or other external forces. The time
scale measures the degree to which a person lives in the present relative
to the past or future. The profile scores are broken down into ten sub-
scales :
1. Self Actualizing value
2. Existential ity
3. Feeling reactivity
4. Spontaneity
5. Self-regard
6. Self-acceptance
7. Nature of man, constructive
8. Synergy
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9. Acceptance of aggression
10. Capacity for intimate contact
"Scores on each of these ten subscales is intended to reflect a
facet important in the development of the self-actualizing person"
(POI Manual, 1975, p.4). A complete listing and explanation of the
ratio and profile scales of the POI is within Table 14 (Appendix D ).
The POI may be hand scored or processed by machine. Raw scores for
the different scales are converted into standard scores relative to a
distribution of scores for criterion groups.
The reliability coefficients range from a moderate 0.55 to a strong
0.85 (Bloxom, 1972). Klavetter and Mogar (1967) report test-retest re-
liability coefficients of 0.71 for Time Competence, 0.77 for Inner-
Direction, and a range from 0.52 to 0.82 for the Profile subscales. The
validity of the POI is well documented by Bloxom (1972). Shostrom and
Knapp (1966) demonstrated that all twelve POI scales differentiated be-
tween criterion groups at the 0.01 confidence level or higher (concur-
rent validity).
Edwards Personal Preference Schedule (EPPS).
The EPPS was used to determine the needs of peer counselors relative
to a control group. Perhaps the personality variables that are most
characteristic of peer counselors are profiled differently from a com-
parison group of students. Fifteen personality variables, drawn from
Murray's need system, are extracted from two hundred and ten pairs of
statements (Anastasi, 1976). The examinee must choose the statement in
each pair of statements that is most characteristic of him. Each state-
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ment reflects a personality variable and the strength of personality
variables is determined by the number of times an examinee chooses a
statement reflecting a personality variable. Examples of the need scales
include: Achievement (to do one's best); Deference (to conform to what
is expected of one); Exhibition (to be the center of attention); Nur-
turance (to help others in trouble), etc. A complete listing and ex-
planation of the fifteen scales of the EPPS is within Table 15 (Appen-
dix D )
.
The EPPS may be hand scored or processed by machine. Raw Scores
for the different scales are converted into standard scores relative to
a distribution of scores for criterion groups.
Retest reliabilities for the fifteen scales range from 0.74 to
0.88 and split-half reliabilities range from 0.60 to 0.87 (Anastasi,
1976). Validity data is meager and is confounded by the lack of cor-
rection for the ipsative nature of test scores.
Strong-Campbel 1 Interest Inventory (SCII) .
The Strong Vocational Interest Blank, designated as the Strong-
Campbel 1 Interest Inventory (SCII), reflects patterns of answers that
can be related statistically to the interests and characteristics of
men and women in particular occupations. The results of this inventory
can be best used as a general predictor of what occupations or activi-
ties can lead to personal satisfaction. It seems important to emphasize
that this instrument does not measure a person's abilities. Rather, it is
only designed to reflect patterns of interests and how these patterns
compare with those of successful people in different occupations.
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The SCI! is composed of 325 items that are grouped into 7 parts. In
the first five parts, preferences are indicated by marking L, I, or D
("Like", "Indifferent", or "Dislike"). Items from these five parts fall
into the following categories: occupations, school subjects, activities,
amusements, and daily contacts with various types of people. The re-
maining two parts require the choosing between paired items (e.g.,
things vs. people) and the marking of self-descriptive statements with
either "Yes", "No", or "?".
Portions of the SCII include six General Occupational Themes,
Basic Interest Scales, and two Special Scales. The General Occupational
Themes are derived from a classification of interests developed by Hol-
land (1973). Each theme characterizes a type of person and a type of
working environment that is most congenial for a person. The Basic
Interest Scales demonstrate how similar the interests of a given person
are to the interests of people in specific occupations. The remaining
Special Scales are empirical scales that were developed against non-
occupational criteria. The Academic Orientation (AOR) scale predicts the
tendency for a person to continue his/her education through high school,
college, and graduate school. The Introversion-Extroversion (IE) scale
was developed from the responses of students who identified as intro-
verts and extroverts on the Minnesota Multiphasic Personality Inventory.
Scores on this scale reflect a person's interest in working alone or with
other people. A more detailed explanation of the General Occupational
Themes, Basic Interest Scales, and the Special Scales, is given within
Table 16 (Appendix D ).
74
Raw scores for the different scales are converted into standard
scores relative to a distribution of scores for criterion groups. Also,
the SCI! can only be scored by computer.
There is extensive data about the reliability and validity of the
sen (Anastasi, 1976). Median retest reliabilities for the General Oc-
cupational Themes, Basic Interest Scales, and Occupational Scales, over
a 30-day period, are all in the high 80*s. Concurrent validity is high,
and Predictive validity has been checked over periods of time as long
as 40 years. The evidence indicates substantial correspondence between
initial occupational profiles and occupations that were eventually
pursued (Anastasi, 1976).
Survey of Student Advisees for Information
About the Advising Process at the College
This instrument was used to collect background information about
student advisees. Yet, the primary purpose was to gather information and
opinions from student advisees about the advising process at Holyoke Com-
munity College. Therefore, the content of this device was specifically
tailored to the College.
This instrument (Appendix A ) consists of 23 items that are grouped
into two parts. In the first part, student advisees are asked to supply
background information about themselves by checking the alternative that
best fits. The alternatives for these questions ranged from two pos-
sibilities for one question to six possibilities for another question.
The next part contains the remaining questions and requires a student
advisee to check either "Yes" or "No". It was thought that limiting
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the responses of subjects to the checking of a "Yes or "No" reply would
increase the number of returns for this survey. The rate of returns was
justification for that speculation. Since this instrument was constructed
at the time of the study, there is no data available concerning the re-
liability and validity of this instrument.
CHAPTER IV
RESULTS AND DISCUSSION
Data From Student Advisees
The academic performance of student advisees.
The academic performance of student advisees for the Fall, 1980
semester is recorded on academic transcripts in the Registrar's Of-
fice. These records were examined so that information could be extrac-
ted and subjected to statistical analysis. The specific data that was
collected from the transcripts included:
Quality Point Averages;
The number of courses dropped during the semester;
The number of credit hours dropped during the semester;
The number of semester hours completed;
The number of students placed on academic probation at the end
of the semester;
The number of withdrawals or dismissals from the College dur-
ing the Fall, 1980 semester.
The above data was used to test for differences between groups due
to the effect of the independent variable (a peer counseling program).
Experimental vs. control: all participants.
Student advisees were separated into Experimental and Control groups
according to a prearranged assignment of students to these groups. The
experimental group was composed of 101 student advisees and the control
group was composed of 117 student advisees. T- tests were computed for
Quality Point Averages, Courses Dropped, Credit Hours Dropped, and Semes-
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ter Hours Completed, but no significant difference was found between
group means. It was also found that 13% of the control group was placed
on academic probation at the end of the semester, as compared to 8% of
the experimental group. In addition, 11% of the control group left the
College during the same semester, compared to 7% of the experimental
group.
Experimental vs. control: students having direct contact with only
a peer counselor or a faculty advisor.
The experimental group was reconstructed using only student advisees
who had direct contact with only a peer (student) advisor (32) during the
Fall, 1980 semester. The control group was reconstructed in a similar
way, using students that had direct contact with only a faculty advisor
(59).
Table 3 shows a statistical difference between group means in
respect to the Quality Point Averages (QPA) of the Groups. Yet, non-
significant T-tests were computed for Courses Dropped, Credit Hours
Dropped, and Semester Hours Completed. Nevertheless, the reorganization
of the data gives more credibility to the hypothesis that a peer counsel-
ing program is better than a conventional advising system. Higher QPA's
may result in fewer withdrawals from the College and fewer students
placed on academic probation. Consistent with this statement is the
finding of 3% withdrawals from the College for the control group, and no
withdrawals for the experimental group. In addition, 3% of the experi-
mental group was placed on academic probation at the end of the semester,
as compared to 9% of the control group.
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TABLE 3
QUALITY POINT AVERAGE: A PAIRED COMPARISON OF
EXPERIMENTAL AND CONTROL GROUP MEANS
SOURCE DF MEAN T-VALUE
2-TAIL
PROBABILITY
Experimental 1 2.828 .617
Control 1 2.501 .854
Within groups 89 1.86 .06*
TOTAL 91
* Significant at the .06 level
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Survey of student advisees for information about the advising pro-
cess at the college.
At the conclusion of the peer counseling program (December), a
questionnaire was mailed to all student advisees who participated in
this study. The purpose for this questionnaire was to survey student
advisees about the advising process at the College for the Fall, 1980
semester. Students who didn't respond to the survey by January, 1981,
were mailed a second questionnaire during the first week of January.
The data from all completed returns is presented here and is separated
into three parts.
The first part represents the analysis of the combined total re-
sponses of all student advisees to the specific questions of the survey.
The second part is a separation and analysis of the survey returns into
experimental and control groups according to the previous assignment of
student advisees to these groups.
The third part is a separation and analysis of the survey returns
into experimental and control groups according to information contained
within the completed questionnaire. Only the data from students who had
indicated that they had direct contact with only a peer counselor, was
used in the tabulation of total responses for the experimental group.
Likewise, the total responses for the control group to the survey was
based on data from student advisees who indicated direct contact with
only a faculty advisor during the semester.
Survey responses for student advisees .
The original questionnaire mailed to student advisees is contained
within Appendix A. Table 4 is a listing of the survey questions and
the total responses for all student advisees responding to the
question-
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TABLE 4
SURVEY OF STUDENT ADVISEES AT THE COLLEGE:
THE COMBINED DATA FROM EXPERIMENTAL
AND CONTROL GROUPS
(18-20) 90 (21-22) 4
(23-24) 7 (other) 21
(Freshman)^ (Soph.)56
1) Age
2) Status
(Male)4]^ (Female) 81 3) Sex
(00-10) 25 (11-20) 37
(21-30)3? (31-40)^7
(41-50) 18 (more) 4
4) Number of credit hours completed
(YES) 52 (NO)n 5) Did you have direct contact with a peer
(student) advisor during this semester?
(YES)79 (NO)^ 6) Did you have direct contact with your
faculty advisor during this semester?
(YES)?]. (NO)^ 7) Do you think your faculty advisor is
easily accessible to you?
(YES)73 (N0)49 8) Do you think a peer (student) advisor
would be more accessible to you?
(YES)^ (NO) 40 9) Do you think a faculty advisor is easy
to talk to?
(YES)^ (NO)^ 10) Do you think a peer (student) advisor
would be easier to talk to relative to
a faculty member?
(YES)^ (N0)3. 11) Do you think a trained peer (student) ad-
visor would be adequately qualified to
give you academic assistance?
(YES)3 (NO) 43 12) Do you think a trained peer (student) ad-
visor would be adequately qualified to
help you with non-academic problems?
(YES)^ (NO)^ 13) Would you prefer to be assigned to a
peer (student) advisor instead of to a
faculty advisor?
(YES) 76 (NO)^ 14) Would you prefer being assigned to a com-
bination of a faculty and peer (student)
advisor than to either one alone?
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(YES) 31_ (NO) 92 15)
(YES) ^ (NO) 65 16)
(YES) TOO (NO) 18 17)
(YES) 104 (NO) 16 18)
(YES) 84 (NO) ^ 19)
(YES) 102 (NO) 16 20)
(YES) 99 (NO) 18 21)
(YES) 31 (NO) 89 22)
(YES) ^ (NO) ^ 23)
Would you be interested in becoming a
peer (student) advisor?
Do you think the present advising sys-
tem that uses only faculty advisors
adequately meets your needs?
Do you think that workshops in study
skills should be a part of our advising
system?
Do you think that a workshop in finan-
cial aid and awards should be a part of
our advising system?
Do you think the College should provide
an emergency hotline to deal with stu-
dent problems?
Do you think the College should provide
an informational and telephone referral
service?
Would you use a College telephone ser-
vice for information or referral?
Would you use a College telephone ser-
vice for personal problems?
Do you think the College should have a
Drop-In Center staffed by peer student
counselors?
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naire. A total of 218 student advisees participated in this study and
123 (56.4%) of these students returned completed questionnaires. An
analysis of the data reveals that most of the respondants are 18 to 20
years of age (74%), freshmen (54%), and female (66%). Most respondants
think their faculty advisors are easily accessible (59%) and easy to
talk to (67%), but also think that a peer (student) advisor would be
more accessible (60%) and easier to talk to (66%). Trained peer stu-
dent advisors are thought to be qualified to give academic assistance
(78%) and to help with non-academic problems (65%). Yet, most respon-
dants prefer to be assigned to a combination of a faculty and peer
(student) advisor (62%). It also seems that student advisees are un-
happy with the current advising system (53%) and are very much in favor
of improvements in that system. For example, most responding students
would like workshops in study skills (85%) and financial aid (87%), as
a regular part of the advising system at the College. In addition, most
respondants think the College should provide a telephone service for in-
formation or referral (86%), and for crises intervention (70%). Yet,
the strong response for a Drop-In Center staffed by peer student coun-
selors (79%), and the rejection of a telephone service for personal
problems (74%), may signify a desire by students for direct and per-
sonal contact with a trained helper.
The mechanics of this study represent a lot of change for the stu-
dent body at the College. The results of the survey of student ad-
visees generally support the need for changes initiated in this study.
Yet, students are most familiar and secure with the present advising
system. Therefore, changes that are gradually incorporated into the
83
existing advising system may be more easily understood and accepted.
Survey responses for the experimental and control groups.
Survey questionnaires completed by student advisees were separated
into experimental and control group categories. These categories were
made up of students previously assigned (randomly) from the Social
Sciences Division of the College to the experimental and control condi-
tions. A chi-square was used to test for statistical differences be-
tween the groups for specific questions. Table 5 is a listing of
survey questions 5 and 6, and indicates significant chi-squares (.01
level) for these questions. As expected, the experimental and control
group subjects are statistically different in terms of direct contact
with faculty vs. peer advisors. Analysis of the remaining questions re-
vealed that only one other question separated the two groups.
Table 6 is a listing of survey question #8 and the computed chi-
square between the experimental and control groups for this question.
As predicted, student advisees who had been assigned to peer counselor
advisors had a more positive attitude about peer counseling. Specifi-
cally, they thought that peer (student) advisors would be more acces-
sible than a faculty advisor. Yet, a significant difference between
experimental and control groups on question #8 is not overpowering sup-
port for the argument that students who have direct contact with peer
counselors will have a more positive attitude about peer counseling.
In order to make a more convincing argument for this statement, the
survey questionnaires were separated into experimental and control
groups for only student advisees having direct contact with only one
type of advisor (peer/faculty) during the semester.
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TABLE 5
SURVEY QUESTIONS #5 AND #6, AND COMPUTED CHI-SQUARES
FOR THE RESPONSE FREQUENCIES OF EXPERIMENTAL
AND CONTROL GROUPS TO THESE QUESTIONS
SURVEY QUESTION
RAW CHI- DEGREES OF 2-TAIL
SQUARE FREEDOM PROBABILITY
#5 - Did you have direct contact
with a peer (student) advisor
during this semester?
36.89 1 .01
#6 - Did you have direct contact
with your faculty advisor during
this semester?
58.04 1 .01
TABLE 6
SURVEY QUESTION #8, AND THE COMPUTED CHI-SQUARE
FOR THE RESPONSE FREQUENCIES OF THE EXPERIMENTAL AND
CONTROL GROUPS TO THIS QUESTION
SURVEY QUESTION
RAW CHI- DEGREES OF 2-TAIL
SQUARE FREEDOM PROBABILITY
#8 - Do you think a peer 5.507 1 .02
(student) advisor would
be more accessible to you?
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Survey responses for student advisees having direct contact with
only a peer advisor or faculty advisor^
The survey returns were separated into returns for the experimental
and control groups. The experimental group was composed of subjects in-
dicating direct contact with only a peer (student) advisor during the
semester. The control group was generated in the same way, but with stu-
dents indicating direct contact with only a faculty advisor during the
semester. Table 7 is a listing of the survey questions that resulted
significant differences (chi-square) between experimental and control
groups. The experimental and control groups were constructed to be
different in terms of direct contact with faculty vs. peer advisors.
There were 123 student advisees who responded to the survey questionnaire.
Thirty- two student advisees (26%) had direct contact with only a peer
counselor, and 59 student advisees (48%) had direct contact with only a
faculty advisor. Significant differences (chi-squares) between experi-
mental and control groups were computed for the response frequencies to
questions #8, 10, 13, 17, 21, and 23. Generally, student advisees
thought a peer (student) advisor would be more accessible and easier to
talk to relative to a faculty advisor (Table 4 ). Yet, the experimental
group gave a significantly greater response frequency to the accessibility
(.01 level) and ease of talking (.02 level) to a peer counselor. Gen-
erally, student advisees did not prefer being assigned to a peer advisor
in place of a faculty advisor (Table 4 ), but the experimental group
was significantly different from the control (.01 level) and was in
favor of peer counselors vs. faculty advisors. Student advisees were in
favor of workshops in study skills, a College telephone service provid-
ing information or referral, and the establishment of a Drop-In Center
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staffed by peer (student) counselors (Table 4 ). Again, the experimen-
tal group was significantly different from the control group, and gave
a higher frequency of response in favor of study skills workshops, an
informational or referral telephone service, and a Drop-In Center. Gen-
erally, the experimental group seems more committed to the concept of
peer counseling and it's related activities.
TABLE 7
nr
#8, 10, 13, 17, 21 and 23: A COMPARISON
OF THE RESPONSE FREQUENCIES FOR EXPERIMENTAL AND CONTROL GROUPS
SURVEY QUESTION
RAW CHI- DEGREES OF 2-TAIL
SQUARE FREEDOM PROBABILITY
#8 - Do you think a peer (student) 18.39 1 .01
advisor would be more accessible
to you?
#10 - Do you think a peer (student)
advisor would be easier to talk to
relative to a faculty member?
#13 - Would you prefer to be as-
signed to a peer (student) advisor
instead of to a faculty advisor?
#17 - Do you think that workshops
in study skills should be a part of
our advising system?
#21 - Would you use a College tele-
phone service for information or
referral?
6.25 1
4.59 1
7.50 1
7.20 1
.02
.05
.01
.01
#23 - Do you think the College should 6.22
have a Drop-In Center staffed by peer
counselors?
1 .02
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Data From Peer Counselors
The selection criteria used to find peer counselors included the in-
formation from a biographical data sheet (Appendix A ), and from a per-
sonal interview. Additional information was collected after the fact
from the Edwards Personal Preference Schedule (EPPS), the Personal Ori-
entation Inventory (POI), and the Strong-Campbel 1 Interest Inventory
(sen). All of the available information about the peer counselors at
the College was put into the form of a Psychological Consultation Re-
port. The content of that Report is intended to be the basis for the
development of new and more effective criteria to be used in the selec-
tion of future peer counselors.
Psychological Consultation Report: Peer Counselor Profile.
The Average Peer Counselor:
Age:
Grade Level
:
Curriculum:
Quality Point Average:
Sex:
Marital Status:
Date of Examination:
Date of Report:
28.6
Sophomore/ Freshman
Nursing/Arts & Sciences
3.31
Female
Single/Married
September 1980
December 1980
Statement of purpose .
The Average Peer Counselor asked to become part of the peer coun-
seling program and agreed to undergo screening procedures for that pro-
gram. She said that this program was her chance to acquire new skills,
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help other students, and gain experiences in the area of human services.
Background information
.
The Average Peer Counselor grew up in the surrounding area (within
8 miles of the College) and is the eldest child in a family consisting
of three children. Father either has died suddenly or is still healthy
and living. The most common cause of death is a heart attack at age 50.
Fathers that are still living, average 51 year of age, have a high
school education, and are blue collar workers. These men were generally
described in very positive terms. For example, words like hard working,
understanding, considerate, etc., were used by some peer counselors to
describe their fathers.
Mother averages 55 years of age, has a high school education, and
does blue collar work. She was described in more negative terms; words
like domineering, desciplinarian, etc., were used to describe her.
The parents and their children have never used psychological ser-
vices of any kind. Most of the children are on their own, have gradua-
ted from high school, and have good relationships with one another.
The average Peer Counselor tends to have had very few serious ro-
mantic relationships (two or less). Half turn the first or second ro-
mantic relationship into a marriage with two children. Also, half of the
peer counselors work part-time in a medical service and have completed
specialized training beyond high school.
The Average Peer Counselor seems to be hard working, responsible,
and gentile. She has a pleasant, likeable personality, and is some-
what insecure in her abilities.
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Tests administered
.
Edwards Personal Preference Schedule (EPPS);
Personal Orientation Inventory (POI);
Strong-Campbell Interest Inventory- (SCII )
.
Test results .
Edwards Personal Preference Schedule (EPPS)
Table 8 is a listing of the average raw scores and corresponding
percentiles for the different EPPS variables taken by the Female Peer
Counselors (N=8). Figure 1 is a graph of the EPPS variables as a
function of percentiles based on norms taken from a college student sam-
ple of 749 women. The highest percentile score was in the area of Auto-
nomy (82%). Autonomy reflects an ability to be independent of others
without regard for what they may think. The lowest percentile score oc-
curred in the area of Affiliation (12%). Affiliation indicates a need
to form strong social attachments. All of the other percentile scores
indicated an average percentile rank relative to the normative group.
The EPPS data from all of the peer counselors (N=9) was contras-
ted with data from a Control Group developed at Holyoke Community Col-
lege. The Control Group was composed of 27 students who had volunteered
from two sections of "Introductory Psychology", and who had maintained
a Quality Point Average of at least 2.7 over previous semesters. Ta-
ble 9 contains the average raw scores for both groups. A T-test was
used to determine if there was a significant difference between the
means for the Experimental and Control Groups on the different EPPS
variables. Since the same subjects were observed under the various
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TABLE 3
EPPS AVERAGE RAW SCORES AND CORRESPONDING PERCENTILES
FOR THE FEMALE PEER COUNSELORS (N=8)
EPPS VARIABLES AVERAGE RAW SCORES PERCENTILES (Based on
a College student sample
of 749 women)
ACH 14 64
DEF 13 62
ORD 11 64
EXH 15 63
AUT 16 82
AFF 12 12
INT 20 73
sue 9 25
DOM 13 42
ABA 14 45
NUR 14 32
CHG 19 68
END 15 69
HET 14 52
AGG 11 60
CON 12 63
PERCENTILES
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FIGURE 1
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR THE FEMALE PEER COUNSELORS
100-
90-
ACH/DEF/ORD/EXH/AUT/AFF/INT/SUC/DOM/ABA/NUR/CHG/END/HET/AGG/CON
EPPS VARIABLES
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TABLE 9
EPPS AVERAGE RAW SCORES FOR ALL PEER COUNSELORS
AND A CONTROL GROUP AT HOLYOKE COMMUNITY COLLEGE
EPPS VARIABLES
AVERAGE RAW SCORES FOR
ALL OF THE PEER COUNSELORS
(N=9)
AVERAGE RAW SCORES
FOR THE CONTROL GROUP
(N=27)
ACH
DEF
ORD
EXH
AUT
AFF
I NT
sue
DOM
ABA
NUR
CHG
END
HET
AGG
CON
15 14
13 9
11 8
15 16
15 14
12 15
20 17
10 15
13 11
13 15
14 18
19 17
14 11
15 17
10 13
12 12
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levels of the EPPS, a corrected T-test (Hotelling's) was used to insure
a more exact test in determining the acceptance/rejection of the null
hypothesis. Given a significant over-all F ratio at the .01 level,
significant differences within the groups ‘were found for the EPPS var-
iables of Deference, Succorance, and Aggression (Table 10 ).
TABLE 10
A PAIRED COMPARISON OF EXPERIMENTAL AND CONTROL GROUP
MEANS FOR THE EPPS VARIABLES OF DEFERENCE,
SUCCORANCE, AND AGGRESSION
DEFERENCE
SOURCE DF MEAN SD T-VALUE
2-TAILED
PROBABILITY
Experimental 1 12.78 3.77
Control 1 9.00 3.29
Within Groups 34
TOTAL: 36
2.88 .007*
*Siqmficant at the .01 level
.
SUCCORANCE
SOURCE DF MEAN SD T-VALUE
2-TAILED
PROBABILITY
Experimental
Control
Within Groups
TOTAL:
1 9.78 4.44
1 15.30 4.23
34
36
-3.35 .002*
*Significant at the .01 level
.
AGGRESSION
SOURCE DF MEAN SD T-VALUE
2-TAILED
PROBABILITY
Experimental
Control
Within Group
TOTAL:
1 10.22 2.99
1 12.89 3.38
34
36
-2.11 .043*
*Siqnificant at the .01 level
.
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The peer counselors scored significantly higher than the control
group in the area of Deference. Deference correlates with a need to
follow and confonti to others. In addition, peer counselors scored sig-
nificantly lower values in the areas of Succorance and Aggression. Suc-
corance reflects a need to be accepted and praised by others. Aggres-
si on indicates anger and critical behavior.
Generally, the EPPS profiles the average female peer counselor at
Holyoke Community College as a very independent person with little need
for strong social attachments relative to normative data. Peer Coun-
selors differ from other students at the College in having a stronger
need to follow and conform to others. They also have less of a need for
the praise and acceptance of others and seem to have less of a need for
critical behavior.
Personal Orientation Inventory (PQI)
Table 11 is a listing of the average raw scores, standard scores,
and corresponding percentiles for the different POI variables for the
average peer counselor at the College. Percentile scores are based on
data from 2,607 entering college freshmen at Western and Midwestern
liberal arts colleges. The Time Competent Ratio (Ti/T^) is similar to
scores by normal (high-normal) persons and indicates a person who lives
primarily in the present, but lives in the past and/or future for about
1/6 of the time. The O/I Ratio is somewhat similar to scores by self-
actualizing persons and indicates a person who depends primarily on his
own feelings and secondarily on the feelings of others in her life de-
cisions.
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TABLE 1
1
POI AVERAGE RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR THE PEER COUNSELORS AT THE COLLEGE
POI VARIABLES AVERAGE RAW SCORES STANDARD SCORES PERCENTILES (Based
on 2,607 entering
college freshmen)
1:5.32
O/I 1:2.77 - -
SAV 21 53 85
EX 21 49 87
FR 17 54 90
S 13 54 96
SR 12 50 66
SA 16 48 80
NC 11 43 46
SY 7 48 80
A 17 51 80
C 20 54 93
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Figure 2 is a graph of the averaged standard scores as a func-
tion of the different POI variables. In general, standard scores that
range from 50 to 60 are most characteristic of self-actualizing adults.
The average peer counselor's profile scores indicate characteristics
that are somewhat similar to self-actualizing people. Her profile in-
dicates moderate self worth (66%), moderately high self-acceptance
(80%), and a strong sensitivity to her own needs and feelings (90%).
She accepts her feelings of anger or aggression (80%), holds values
of self-actualizing people (85%), and is flexible in the application
of these values (87%). She freely expresses feelings behavioral ly (96%),
has a strong capacity for intimate contact (93%), and maintains a sy-
nergy for life (80%).
The preceding data was recorded from peer counselors at the Col-
lege during September. The POI was given a second time to the same
peer counselors during the month of December. The resultant data was
analyzed for correspondences by the Pearson product-moment correlation
coefficient (Table 12). A high degree of relationship was found be-
tween the data recorded in September and December. Correlation co-
efficients ranged from a high of .9753 for the SAV scale, to a low of
.6376 for the NC scale. Generally, there appears to be no significant
difference between the scores of peer counselors on the POI taken in
September and in December.
STANDARD
SCORES
FIGURE 2
the graph of poi variables as a function ofSTANDARD SCORES FOR THE AVERAGE PEER COUNSELOR
POI VARIABLES
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TABLE 12
PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENTS COMPUTED FOR
THE POI VARIABLES TAKEN BY PEER COUNSELORS IN SEPTEMBER
AND AGAIN IN DECEMBER
POI VARIABLES COEFFICIENT CASES SIGNIFICANCE
Ti/Tc .9489 9
O/I
.9341 9
SAV
.9753 9
EX
.9276 9
FR
.7460 9
S
.9199 9
SR
.9341 9
SA
.7502 9
NC
.6376 9
SY
.8575 9
A
.7940 9
C
.8427 9
.001
.001
.001
.001
.010
.001
.001
.010
.032
.002
.005
.002
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Strong-Campbell Interest Inventory (SCIH
Table 13 is a listing of the average standard scores for several
different scales of the SCII for the average peer counselor at the Col-
lege. The range of scores for the different scales of the SCII is
roughly from 30 to 70, with the average person scoring 50. If a score
on a given scale is considerably above average, say 60, then you share
many of the interests or characteristics for that scale, and if a score
is low, say below 40, you share very few characteristics or interests.
1. General Occupational Themes :
The highest standard scores occurred for the I-Theme (56), the A-
Theme (55), the S-Theme (55), and the E-Theme (54). The I-Theme (In-
vestigative Theme) score indicates an average degree of relationship
with people who enjoy solving abstract problems and have a great need to
understand the physical world. Such persons prefer occupations such as
design engineer, social scientist, research laboratory worker, etc. The
A-Theme (Artistic Theme) score indicates an average degree of relation-
ship with people who are artistically oriented, independent, expressive,
and tense. Preferred occupations include composing, acting, art work,
etc. The S-Theme (Social Theme) score indicates an average degree of
relationship with people who are sociable, responsible, humanistic, and
concerned with the welfare of others. Such persons prefer occupations
such as counseling, psychology, teaching, etc. The E-Theme (Enter-
prising Theme) score indicates an average degree of relationship with
people who like power, status, and material wealth. Preferred occupa-
tions include sales work, industrial relations consultant, business ex-
ecutive, etc.
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TABLE 13
AVERAGE STANDARD SCORES FOR THE GENERAL OCCUPATIONAL THEMES
BASIC INTEREST SCALES, AND SPECIAL SCALES OF THE SCI I FOR
THE AVERAGE PEER COUNSELOR AT HOLYOKE COMMUNITY COLLEGE
BASIC AVERAGE
INTEREST STANDARD
SCALES SCORES
Agriculture 49
Nature 55
Adventure 56
Military Activities 59
Mechanical Activities 49
Science 55
Mathematics 47
Medical Science 60
Medical Service 62
Music/Dramatics 59
Art 56
Writing 52
Teaching 53
Social Service 57
Athletics 50
Domestic Arts 56
Religious Activities 52
Public Speaking 53
Law/Politics 52
Merchandising 52
Sales 51
Business Management 52
Office Practices 50
GENERAL AVERAGE
OCCUPATIONAL STANDARD SPECIAL
THEMES SCORES SCALES
R 50 AOR
I 56 IE
A 55
S 55
E 54
C 48
AVERAGE
STANDARD
SCORES
54
45
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The lowest standard scores occurred for the C-Theme (48), and the
R-Theme (50). The average peer counselor at the College appears to
share some characteristics with people oriented to material possessions,
status, physical work, outdoor activities, and highly ordered activi-
ti es
.
This segment generally indicates an average relationship with peo-
ple who are independent, problem solvers, expressive, humanistic, and
sociable. It appears that the average peer counselor is most interested
in counseling and psychological work. The highest standard scores were
on the I, A, and S-Themes and are consistent with scores from persons
who are in the human services field.
2. Basic Interest Scales :
The highest standard scores indicate a preference for medical ser-
vice (62), medical science (60), military activities (59), music/drama-
tics (59), social service (57), art (56), domestic arts (56), and adven-
ture (56). Generally, these interest scales correspond to the I, A, S,
and R-Themes.
3. Special Scales :
The IE (Introversion-Extroversion) average score (45) indicates a
tendency toward extroversion. A tendency in this direction is charac-
teristic of people working in social service and helping professions.
The AOR (Academic Orientation) average score (54) is comparable to aver-
age scores for graduates with M.A. degrees (55). This scale contains
items that discriminate between students who do well in academic settings
and those who do not. It should be pointed out that the item content is
heavily oriented toward science and the arts (positively weighted).
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Test integration
.
The average peer counselor is significantly different from other
students at the College in having a stronger need to follow and conform
to others (EPPS). She also has less of a need to be accepted and
praised by others and maintains less anger and critical behavior (EPPS).
The average peer counselor is very independent (EPPS), has moderate self
worth (POI), and moderately high acceptance of self (POI). She has a
strong sensitivity to her own needs and feelings (POI), and freely ex-
presses feelings behavioral ly (POI). She has a strong capacity for in-
timate contact that is compatible with her stronger relationship with
people in the human services area relative to other occupations (SCII).
Her tendency toward extroversion and greater interest in science and
problem solving (SCII) are an asset to a human services career. In
addition, her high AOR score (SCII) indicates a high probability of
success with the academic training for such careers.
Summary and recommendations
.
It seems that the Nursing and the Arts and Sciences Curriculums
might be primary sources for future peer counselors. Marital status and
grade level may not be important factors, but sex, specifically women,
seem to be more interested and qualified for peer counseling activities.
Quality Point Average (QPA) was used as an indicator of responsibility
and seemed to be a more important criteria for younger peer counselors.
The average peer counselor has characteristics and interests that are
similar to people in human services occupations, scoring higher on the
I, A, and S-Themes relative to other Themes (SCII). She/he tends toward
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extroversion and scores very high on the Academic Orientation scale
(sen). The POI generally profiles her/him as an average person who
tends toward scores characteristic of self-actualizing persons. Very
high percentile scores occurred on scales indicating a strong capacity
for intimate contact and the free expression of feelings behavioral ly.
The EPPS indicated a strong sense of independence and a weak need for
social attachments to others. The EPPS also discriminated between peer
counselors and other students at the College on the scales of Deference,
Succorance, and Aggression.
Obviously, there is a need for more data before any definite con-
clusions can be reached. Yet, the various instruments used in this
study have been used to collect information that can help to provide an
organization to the selection criteria used in finding peer counselors.
In the future, particular attention can now be focused on Q.P.A., age,
curriculum, selected scales of the EPPS, POI, and SCII, and the general
profile of the POI.
Hypotheses
Hypothesis I : A peer advisor program that is intrusive and pre-
sents informational and skills activities, will result in higher Quality
Point Averages (Q.P.A.) for full-time students and a greater number of
full-time students making the Dean's Honor List.
Hypothesis I is supported by the finding that the Quality Point
Average for the experimental group is significantly larger (.06 level)
than the mean for the control group. Based on the Q.P.A. 's for the
Fall 1980 semester, 34.7% (35) of the experimental group were eligible
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for Dean's List (3.0), compared to 18.8% (22) of the control group.
^jjothesis II: A peer advisor program that is intrusive and pre-
sents informational and skills activities, will result in a decline in
the number of courses or credit hours dropped by full-time students.
Hypothesis II was not supported by the statistical analysis of the
available data. There were no significant differences between groups
for the number of courses or credit hours dropped during the Fall 1980
semester.
Hypothesis III : A peer advisor program that is intrusive and pre-
sents informational and skills activities, will result in a decline in
the number of withdrawals from the College.
Hypothesis III is supported by the finding that 11% of the control
group withdrew from the College during the Fall 1980 semester, compared
to 7% of the experimental group. The experimental group was then re-
constructed to include only students having direct contact with only a
peer counselor. Likewise, the control group included only students
having direct contact with only a faculty advisor. Under these condi-
tions, 3% of the control group withdrew from the College, compared to
none for the experimental group. Although these results are not sta-
tistically significant, they are consistent with the general trend of
other data in this study.
Hypothesis IV : A peer advisor program that is intrusive and pre-
sents informational and skills activities, will result in fewer full-
time students on academic probation.
Hypothesis IV is supported by the finding that 13% of the control
group were placed on academic probation at the end of the semester, com-
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pared to 8% of the experimental group. The experimental group was then
reconstructed to include only students having direct contact with only a
peer counselor. Likewise, the control group included only students hav-
ing direct contact with only a faculty advisor. Under these conditions,
9% of the control group were placed on academic probation, compared to
3% of the experimental group. Although these results are not statis-
tically significant, they are consistent with the general trend of
other data in this study.
Hypothesis V: A peer advisor program that is intrusive and pre-
sents informational and skills activities, will have a greater impact
on new freshmen relative to returning college students.
Hypothesis V is not supported by the statistical analysis of the
available data. The academic performance of student advisees was as-
sessed by group (experimental/control), by curriculum (arts & sciences/
law enforcement/secretarial science), by grade level (freshman/sohpo-
more). No significant differences were found for the various indexes
of academic performance. Yet, there appears to be a real need on the
part of freshmen for the services of this program. All of the student
advisees (16) that attended the different workshops were freshmen.
Freshmen also composed the total population of students (19) seeking
help from one of the 9 peer counselors.
Hypothesis VI : Full-time students who participate in a peer ad-
visor program will have a more positive attitude about peer advisors
relative to faculty advisors.
Hypothesis VI is supported by the results of a survey questionnaire
that was mailed to all the student advisees in this study. Significant
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differences were found between the students who participated in this pro-
gram and a control group. Student advisees who had direct contact with
only a peer counselor (vs. a faculty advisor), were more optimistic
about the merits of peer counselors and the peer counseling program.
Hypothesis VII: A peer counselor advisor, who uses intrusive coun-
seling and participates in informational and skills activities, will ex-
perience personal growth and skills development.
Hypothesis VII is supported by only the subjective reports of dif-
ferent peer counselors. Peer Counselors reported learning new informa-
tion, skills development, and great satisfaction in helping others. The
Personal Orientation Inventory was administered to peer counselors in
September and again in December. The results were compared for changes
in personal growth (the movement toward self-actualization), but there
was a high correspondence between the two sets of scores. Considering
the small number of student advisees that were actively involved in the
program and the short run of the project, the results are not surprising.
Hypothesis VIII : Peer counselor advisors will demonstrate a pat-
tern of needs that is different from the pattern of needs for other stu-
dents at the College.
Hypothesis VIII is supported by the test results of the Edwards
Personal Preference Schedule for experimental and control groups.
Based on norms taken from a college student sample of 749 women, female
peer counselors at the College are very independent. Based on a College
sample of 27 other students, peer counselor advisors demonstrated sig-
nificantly different levels of the needs reflected by the scales of Def-
erence, Succorance, and Aggression.
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Questions Under Study
Question I : Will the data taken from instruments in this study
discriminate between effective vs. non-effective peer counselor advisors?
There really is insufficient data to answer this question. At
this time. Quality Point Average (Q.P.A.) is the one factor that seems
to consistently correspond to peer counselor effectiveness. The most
effective peer counselors (responsible, hard working, having skills) at
the College, had the highest Q.P.A. 's. Yet, the sample size for peer
counselors is small and interpretation of peer counselor data is ten-
tative.
Question II : Do effective peer counselor advisors demonstrate
interests and characteristics of persons in the human services area
(SCI!)?
It appears that the peer counselors in this study had interests
and characteristics that are similar to persons in the human services
area. The highest scores for peer counselors on the Strong-Campbel 1
Interest Inventory (SCII) were on the I, A, and S-Themes and Basic
Interest Scales. High scores on these Themes and Interest Scales cor-
respond to the pattern given by persons in the human services area.
CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
Conclusions
The results of this study support the idea that a peer counseling
program at Holyoke Community College is feasible and is comparable to
the present advising system. There was no evidence to suggest that
peer counseling was in any way detrimental to the academic performance/
survival of students at the College. It was found that students who
were advised by peer counselors and students who were advised by fac-
ulty, did not significantly differ in the number of credit hours dropped,
the number of courses dropped, and number of semester hours completed
for the Fall 1980 semester. Yet, other indicators of the academic per-
formance/survival of students suggests that a peer counseling program
might have a more beneficial impact on students than a faculty advising
system.
Taking the total experimental (101) and control (117) groups, it
was found that students advised by peer counselors were less likely to
be placed on academic probation (5% fewer than the control) or to with-
draw from the College (4% less than the control), and were more likely
to achieve Honors (15.9% more than the control). Using the responses
of students from a survey questionnaire, the experimental group was
limited to students indicating direct contact with only their assigned
peer counselor and the control group was limited to students indicating
direct contact with only their assigned faculty advisor. Analysis of
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this data revealed that members of the experimental group once again were
less likely to be placed on academic probation (6% fewer than the control)
or to withdraw from the College (3% less than the control). In addition,
students advised by peer counselors achieved a significantly higher (.06
level) quality point average at the end of the semester. It appears
that there are tangible benefits to the use of peer counselors in mean-
ingful service roles.
The results of a survey questionnaire (56.4% return), support the
theory that students that have direct contact with peer counselors will
have a more positive attitude about peer counseling than students with-
out such contacts. Generally, students were very much in favor of peer
counselors and the various services that they provided in this study.
Comparison of the responses for the total experimental (101) and control
(117) groups, demonstrated that significantly more members of the exper-
imental group thought that a peer counselor would be more accessible
than a faculty advisor (.02 level). Reorganization of the experimental
and control groups to include students having direct contact with only
their assigned advisor, revealed even more differences between the
groups. The experimental group was found to have answered the survey
questionnaire in a way that was significantly different from the control
for 6 different questions. Specifically, the experimental group thought
that peer counselors would be more accessible (.01 level) and easier to
talk to (.02 level) than a faculty member. Most surprising was the ex-
perimental group's preference for a peer advisor instead of a faculty
advisor (.05 level). The control group indicated an opposite preference
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for a faculty advisor. In addition, the experimental group indicated
more of a desire for the different services associated with a peer coun-
seling program (e.g., study skills workshops (.01 level), telephone ser-
vices (.01 level), and a Drop-In Center' (.02 level)). It appears that
the students who had direct contact with only a peer counselor had a
more positive attitude about the concept of peer counseling.
It also seems that some faculty members who participated in this
study had a more positive attitude about the concept of peer counseling
at the end of the project; specifically, the faculty who consented to
give their student advisees to peer counselors for the Fall 1980 semester.
Most of these faculty members expressed some concern for the possible
consequences of the peer counselor program. Peer counselors were given
autonomy with other students, but pre- registration necessitated that
faculty and peer counselors share the same office and work together for
less than two weeks. At the end of the study, these faculty unanimously
praised the individual peer counselors and seemed more optimistic about
the value of the program.
Freshmen were the major participants in this program. The workshops
and unscheduled counseling sessions were exclusively attended by fresh-
men. All other activities were attended by an even mixture of freshmen
and sophomores. It was not unusual for a sophomore to come into the Of-
fice of the Program Director to inform him that the program sounded good
but was to late for him/her.
It has already been established that more freshmen participated in
the program and that only half the experimental group { 52%) indicated,
on the survey questionnaire, active participation in the study. Perhaps
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most of the non.parti Cl pants were sophomores on the verge of graduating.
Therefore, incoming freshmen need to be actively pursued since they may
be the biggest participants in a peer counseling program. This study
might have been hurt by the unavailability of listings of freshmen prior
to Freshman Orientation. Consequently, there wasn't enough time to soli-
cit freshmen participation in the program prior to scheduled College
events (e.g., the scheduling of courses for the first semester; Fresh-
man Orientation).
This pilot study was not run under the best of circumstances.
There was no permanent space available for the project, telephones were
unavailable, use of the mail was limited, etc. Yet, the peer counseling
program seemed as good, if not better than the faculty advising system.
It would be overly simplistic to say that the results would have been
more dramatic if the working conditions had been better. There are
many factors to consider in addition to the working conditions of the
program. For example, the publicity about the program was very limited
and may have contributed to some confusion and misunderstanding about
the nature and operation of the study. In addition, it may take several
years to find the most effective criteria for selecting peer counselor
candidates, the most effective training designs, and to resolve organi-
zational problems.
The number of peer counselors involved in this study was rather
small (N=9). Therefore, the analysis of the peer counselor data led to
only very tentative conclusions.
The average peer counselor is older (20's), comes from the Nursing
or Arts & Sciences curriculums, and is most interested in a career in
human services. She has no previous history of emotional treatment and
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has a great capacity for success in college. She tends toward extro-
version, and is responsible, hard working, and likeable. The average
peer counselor has blue collar parents and other brothers and sisters.
She grew up and lives in a local community. She is very independent,
has a strong need to follow and conform to others, but has very little
anger or need to be accepted and praised by others. The average peer
counselor profiles somewhat similar to self-actualizing persons. She
has moderate self worth, good acceptance of self, and a strong sensi-
tivity to her own needs and feelings. She holds the values of self-
actualizing persons, freely expresses her feelings behaviorally, and
has a strong capacity for intimate contact.
It appears that the average peer counselor is a good student who
tends to fall into the high-average category relative to various cri-
terion. One peer counselor scored very low on different criteria (e.g.,
POI) and seemed to lack enough security in herself to do the best job
possible. Another peer counselor came closest to self-actualizing char-
acteristics, but lacked total committment to the project. The hardiest
working and most motivated peer counselors were persons with high Q.P.A.'s
and average to high scores on the POI. In addition, they were very sim-
ilar to the profile for the average peer counselor.
It appears that a lot of useful information can be generated by the
different instruments that were used in this study. The biographical
data sheet, personal interview, EPPS, POI, and SCI I yield data that can
be used in the selecting of future peer counselors. The biographical
data sheet, attendance at appointments, and a personal interview, can be
used to find potential peer counselors. Next, the EPPS, POI, and SCII
can be used on the more serious candidates that remain to find the best
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choices for a peer counseling program.
Recommendations
A working peer counseling program needs the leadership of a faculty
member with the expertise to help tailor the program to the needs of the
College and its student body. The optimal functioning of such a program
may take several years to achieve. Therefore, the College may have to
make a committment of manpower and facilities for several years if peer
counselors are to be most successful. For example, there has to be ade-
quate physical space available for counseling activities. The space pro-
vided by the College for such activities is affected by the specifics of
a situation and also reflects the attitude of the College concerning these
activities. Poor facilities or space may lead to a negative association
(classical conditioning) with counseling activities per se. One way the
College can best help a peer counseling program is by providing the space
and facilities that are comparable to what is given to other educational
activities.
It is especially important that a permanent physical structure (a
Drop-In Center) be developed or set aside for the exclusive use of the
peer counselors. One serious problem for a peer counseling program is
the recognition and accessibility of peer counselors to other students.
A Drop-In Center is a source of advertisement and is a physical entity
that can be identified with peer counselors. A Drop-In Center should be
a highly recognizable place that draws students to its physical structure.
Once a student is there, immediate connection can be made with a peer
counselor. If fairly quick contact is not made with a motivated student,
then a sizeable percentage of students may become lost to fatigue, or
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the thought that no one cares, etc. Cotnnuni cation with specific peer
counselors can be made through a message center, telephone service,
etc., at the Drop-In Center. In addition, schedules for individual
peer counselors could be posted on a bulletin board for that purpose.
A Drop-In Center can be used as a vehicle to establish the concept of
peer counseling, but eventually, it can become a place to initiate coun-
seling activities that spread into the surrounding environment. Decen-
tralized counseling services are an innovative means of reaching more
students, but not at the expense of a Centralized facility. A Drop-
In Center allows a student the opportunity to take responsibility for
himsel f/hersel f , and to control the initial contact with counseling ser-
vices. It is a place where persons can come to recognize one another so
that decentralized activities can happen at a future date. Also, the
physical structure of a Drop-In Center might be designed to include
cubicles that could be used as a standing place for counseling sessions.
The College has an obligation to provide more than just facilities
if a peer counseling program is to be successful. It is important that
the College provide a faculty member to direct the program under condi-
tions where he/she can be most effective. This faculty person will pro-
bably assume the title of Director of Peer Counseling Activities and
will be a guru of sorts. The Director of the Program can guide peer
counselors through information, feedback, referral, teaching, etc. He/
she can organize the program so that it almost runs itself and that is
optimally effective.
This pilot study is a source of information for Holyoke Community
College in the design of its future working program. Yet, the College
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APPENDIX A
FORMS AND QUESTIONNAIRES USED IN THIS STUDY
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INFORMED CONSENT AND RELEASE OF INFORMATION FORM
During only the Fall 1980 semester, some Holyoke Community Col-
lege students are assigned to peer (student) academic advisors, or to
faculty advisors. This project provides some students the opportunity
to interact with another trained student who will act as a listener,
helper, and referral agent. Specialty workshops in study skills and
financial aid are available to persons who are interested. The purpose
of the experiment is to gather information that will be used to improve
our present advising system. In other words, we are trying to better
service you. Your cooperation and help would be greatly appreciated.
All that is being asked of you is that you provide your signature below
acknowledging your awareness of this letter and your consent to make
available some information about you. This is the only place where
your name will appear, and all other data will be coded to provide you
complete anonymity. Most of the necessary information will come from
existing records at the College. In addition, you are being asked to
complete the enclosed questionnaire. It won't take any more than a
few minutes of your time and will help in the assessment of peer and
faculty advising systems. Please put the questionnaire and this form
in the enclosed envelope and either put it under my door (A255), in
the campus mail, or the regular mail.
Thank you,
Rodney Dube, Peer Advisor Coordinator
Your Signature
Date
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SURVEY OF STUDENT ADVISEES FOR INFORMATION
ABOUT THE ADVISING PROCESS AT THE COLLEGE
Code Number
(18-20) (21-22)
.
1) Age
(23-24) (other)
(Freshman) (Soph.
)
2) Status
(Male) (Female) 3) Sex
(00-10) (11-20) 4) Number of credit hours completed
(21-30) (31-40)
(41-50) (more)
(Yes) (No) 5) Did you have direct contact with a peer
(student) advisor during this semester?
(No) (Yes) 6) Did you have direct contact with your
faculty advisor during this semester?
(Yes) (No) 7) Do you think your faculty advisor is
easily accessible to you?
(No) (Yes) 8) Do you think a peer (student) advisor
would be more accessible to you?
(Yes) (No) 9) Do you think a faculty advisor is easy
to talk to?
(No) (Yes) 10) Do you think a peer (student) advisor
would be easier to talk to relative to
a faculty member?
(Yes) (No) 11) Do you think a trained peer (student) ad'
visor would be adequately qualified to
give you academic assistance?
(No) (Yes) 12) Do you think a trained peer (student)
advisor would be adequately qualified to
help you with non-academic problems?
(Yes) (No) 13) Would you prefer to be assigned to a
peer (student) advisor instead of to a
faculty advisor?
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(No) (Yes) 14) Would you prefer being assigned to a
combination of a faculty and peer (stu-
dent) advisor than to either one alone?
(Yes) (No) 15) Would you be interested in becoming a
peer (student) advisor?
(No) (Yes) 16) Do you think the present advising
system that uses only faculty advisors
adequately meets your needs?
(Yes) (No) 17) Do you think that workshops in study
skills should be a part of our advising
system?
(No) (Yes) 18) Do you think that a workshop in financial
aid and awards should be a part of our
advising system?
(Yes) (No) 19) Do you think the College should provide
an emergency hotline to deal with stu-
dent problems?
(No) (Yes) 20) Do you think the College should provide
an informational and telephone referral
service?
(Yes) (No) 21) Would you use a College telephone ser-
vice for information or referral?
(No) (Yes) 22) Would you use a College telephone
service for personal problems?
(Yes) (No) 23) Do you think the College should have a
Drop-In Center staffed by peer student
counselors?
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BIOGRAPHICAL DATA SHEET
NAME
:
ADDRESS
:
PHONE
:
AGE:
QUALITY POINT AVERAGE (Q.P.A.):
MAIL BOX NUMBER:
CURRICULUM:
NUMBER OF CREDIT HOURS COMPLETED:
LIST PSYCHOLOGY COURSES AND GRADES:
LIST SOCIOLOGY COURSES AND GRADES:
WHAT FUTURE JOB ARE YOU WORKING TOWARD?:
WHY DO YOU WANT TO BE A PEER COUNSELOR?:
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STUDENT
NAME
TRANSCRIPT DATA SHEET
NUMBER OF
NUMBER OF NUMBER OF WITHDRAWALS STUDENTS
COURSES CREDIT HOURS FROM THE PLACED ON
CODE QPA DROPPED DROPPED COLLEGE PROBATION
APPENDIX B
STUDY SKILLS: WORKSHOP MANUAL
FOR HOLYOKE COMMUNITY COLLEGE
145
ACKNOWLEDGEMENT
I would like to express my appreciation to the faculty and staff
associated with the Learning Skills Center at Holyoke Community College.
In particular, I wish to thank Cindy Scavone who supplied me with the
various materials from the Learning Skills Center that went into the
making of this manual.
146
TABLE OF CONTENTS
ACKNOWLEDGEMENTS
I 45
LIST OF TABLES 14q
CHAPTER
I. Listening Efficiently I 49
Steps in Listening
II. Notetaking I 152
Taking Good Notes 152
Notetaking Problems 154
III. Notetaking II 156
Technique and Form 156
Paragraph Form 158
Sentence Form 158
Standard Outline Form 159
Decimal Form 160
Dash Outline Form 161
Abbreviations 162
IV. Reading Efficiently 168
Survey SQ3R Method of Study 168
V. Speeding Up Your Reading 171
What IS Good Silent Reading 171
Controlled Fixation Method 172
VI. Clues to Effective Study 174
Developing Your Study Skills 174
Improving Concentration 175
Improving Memory 175
147
VII. Examinations
••••••••••••••• Lit
Studying for Exams
i-j-j
Taking the Exam
VIII. Developing Your Writing Skills 182
Writing Themes and Reports 182
Making Oral Reports
I89
Scholastic Motivation 195
IX. Scheduling Your Time 200
Some Hints on Planning a Better
Study Schedule 200
Time Budget Sheet 203
X. Sources of Help 204
Audio Visual Aids Center 204
Learning Skills Center 204
Library 204
BIBLIOGRAPHY 205
148
LIST OF TABLES
14. Examples of Technical Symbols I55
15. Typical Technical Abbreviations 167
CHAPTER I
LISTENING EFFICIENTLY
Steps In Listening
Listening Skills
.
Listening is a skill of such importance and magnitude that numerous
books have been devoted to it, but let us here very briefly consider
listening as one of our learning tools. All of the principles of gen-
eral learning apply to efficient listening. You must be motivated in
order to listen effectively. You will not pay close attention and get
what an instructor is talking about unless you really want to learn it
and are trying to learn it. You must react
. If you sit relaxed in body
and in mind, expecting the teacher's points to be duly imprinted on your
brain, rest assured they will not be. Your brain must be alert. Relax
with your body if you must, but your mind must react to everything the
instructor is saying with the total of your attention if you are going
to learn and remember what he is saying in his lecture. To be effective,
listening must be a thoroughly active process. All the ways of getting
reaction in reading will help you react in listening, too. Taking notes
is probably the best way to be sure .
The necessity for concentration is implied in what has been said.
If you are to listen effectively and understand what is being said, you
must give your undivided attention to the speaker. "Listening with your
ears" is a common method of sitting through a class, but this sort of
listening does you little good in learning and retaining subject matter.
Unless your concentration is such that not only your ears, but your whole
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mind is focused on the subject, you are in large measure wasting the time
you spend sitting there. Remember that giving half of your attention to
what is to be learned is all but useless. See that your concentration is
on the important thing — the ideas that are being presented, and their
use to you. Sometimes listeners are distracted by mannerisms, little
things about the speaker, or his attitude, which are annoying. Of course,
a good speaker tries to avoid distracting habits, but the good listener
can ignore them and concentrate on the subject.
Another principle of learning discussed was organization. As you
listen to a lecturer, if it is important for you to remember what he
says, you should take notes. Even if for some reason you cannot take
notes, watch constantly for the organization he follows in his discussion.
Comprehension
, or thorough understanding of what you hear, is essential
if you are to retain and use the content. You must listen with the idea
of getting his essential ideas and important principles, not just a col-
lection of miscellaneous facts.
The final principle is repetition
,
and the only way to secure re-
petition of material covered by a speaker is to take notes and review
them. Bear in mind that repetition applied to lectures may be as neces-
sary to your success in the course as is repetition of what you read.
Summary of Listening Skills .
1. Perhaps the most important key is your own motivation . If you
really want to learn, you will pay close attention.
2. You must react . Your brain must be alert and active. Taking
notes is about the best way, but this should be done sensibly.
3. You must concentrate and give individual attention to the speaker.
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4. You must organize
. Either take notes or watch for the speaker's
organization.
5. Comprehension
,
or thorough understanding, is essential for reten-
tion. This may not always come on first liearing. That is why notes are
so important. Get the speaker's essential ideas and principles, not just
miscellaneous facts.
6. Repetition must occur, and is done by reviewing the notes.
c H A P T E K II
NOTETAKING I
Taking Good Notes
Paragraph Form
.
Lecture
.
Taking good notes in class is important. The reasons for note-
taking are as follows: aid in studying for exams, aid in understanding
ideas, aid in keeping up with the class, aid in maintaining attention,
and to aid you in your future.
Taking good notes on readings is important. Underlining your text-
book can be a valuable aid in recalling important points. Be selective
when underlining, and do so only after reading the entire assignment.
While reading, be sure and take separate notes of the text, in outline
form.
Having the necessary equipment for notetaking is important. A
hard covered, 8k" by 11" loose-leaf notebook is recommended. Identify
ownership by writing your name, address and telephone number inside the
front cover of your notebook. Be prepared with needed writing materials
for notetaking. For example: at least two pens.
Sentence Form .
Lecture .
1. Taking good notes in class is important.
2. The reasons for notetaking are as follows:
- aid in studying for exams
- aid in understanding ideas
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- aid in keeping up with the class
- aid in maintaining attention
- aid in the future
3. Taking good notes on readings is important.
4. Underlining your textbook can be a valuable aid in recalling
important points.
5. Be selective when underlining, and do so only after the entire
assignment.
6. While reading, be sure and take separate notes in outline form
of the text.
7. Having the necessary equipment for notetaking is important.
8. A hard covered 8J5" by 11" loose-leaf notebook is recommended.
9. Identify ownership by writing your name, address, and telephone
number inside the front cover of your notebook.
10.
Be prepared with needed writing materials for notetaking. For
example: at least two pens.
Outline Form .
Lecture .
I. Why take good notes in class?
A. Important
B. The reasons:
1. To aid in studying for examinations.
2. To aid in understanding the professor and his ideas.
3. To aid in keeping up with the class.
4. To aid in maintaining attention in class.
5. To aid in the future.
II. Why take good notes on readings?
A. Underlining
1. Value - recall important points.
2. Method - be selective and only after reading the entire
assignment.
B. Notetaking
1. Take separate notes in outline form.
III. Equipment and Supplies
A. Notebook
1 . Hardcover
2. 8V' by 11" loose-leaf notebook
3. Write in front: Name, Address, Telephone number
B. Writing supplies
1. At least two pens.
Note Taking Problems
Check the statements that apply to you.
^1 . Occasionally I have difficulty in deciphering my own lecture
notes
.
1 . Frankly, my notebook is a mess.
^3. I sometimes lose papers from my notebook.
^4. I usually use a pencil for taking class notes.
5. My notes tend to get jammed together.
^6. I rarely take notes in class.
1
. I've never been able to organize my notes in outline form.
^8. My attention tends to wander during classes.
9. I make interesting "doodles" during class.
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10. It is difficult for me to follow the organization of a lecture.
11. Often I write so much that I can't keep up with what the lec-
turer is saying.
12. Sometimes I think I don't take enough notes.
13. I never seem to have the important points in my notes.
14. My notes are so confused that I need to copy them over to under-
stand them.
15. The advantages of using only one side of a page for lecture
notes has never occurred to me.
CHAPTER III
NOTETAKING II
Technique And Form
Content of recorded notes based on lecture
.
Be prepared
.
1. Read textbook assignments before hand.
2. Review previous lecture notes before hand.
3. "Try to discover the kind of organization each instructor uses so
that you are better prepared for his lectures."
- delivery
- talking speed
- detail
- factual and abstract concepts
- clues to major points
Be a selective and active listener
.
1. Be attentive and concentrate on what is being said.
2. Be selective in what you record:
a. Identify the lecturer's main points as opposed to trans-
cribing everything being said and avoid taking too few
notes which won't make sense later on.
b. Record notes in your own words with the exception of possible
specific definitions (i.e., technical) - makes an active and
discerning listener.
Form and techniques of note-taking .
Various outline forms.
1 . Paragraph
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2. Sentence
3. Standard Outline
4. Decimal Outline
5. Dash Outline.
Techniques
.
1. Use only one side of loose leaf notebook paper.
2. Record date of lecture on top of page.
3. Draw a margin three (3) inches from the punched edge (left) of
the paper.
4. Use the area to the right of the margin line and take notes in
a manner most comfortable for you.
5. Use indentations below the beginning of a topic or detail area
that is continued for more than one line to show that the idea is re-
maining the same.
6. Skip lines to show change of ideas. The greater the change, the
greater the space that should be left.
7. Indicate sub-ideas, facts and lists of details with numbers of
letters under the major heading.
8. Use any abbreviations or shortcuts that will help you to get the
information down more easily. But, be careful that your abbreviations
are standard and kept in a glossary of abbreviations so that you can
figure them out three weeks and six months later.
9. Keep book neat — allow enough space to write -- write legibly.
10. Leave sufficient space to permit clarifying and expanding your
notes later on.
11. Recopying -- mechanical recopying is not of value -- it takes up
time — but is of value if critically thinking.
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Rounding out and making sure of your notes
.
A. Working with notes after lecture.
1. Inmediately review notes after lecture, to detect uncertain
areas.
2. Use left hand column to summarize notes extracting ideas and
facts.
3. Test recall of information by using surmiary notes.
4. Evaluate content of lecture notes.
5. Periodical review of lecture notes — review with classmates.
Conclusion.
The Paragraph Form
The form of taking notes is important. It provides organization,
major points, minor points, relationships and details. In the Paragraph
Form
,
the easiest but least efficient, you write until the idea changes,
then you begin a new paragraph. The Sentence Form is more difficult than
the Paragraph Form, but better. It is a series of numbered statements.
The Standard Outline Form uses Roman numerals,- letters, numbers, and
indentation. It is best for organization, and also the most difficult.
The Decimal Outline Form
,
like the Standard Outline Form, uses only the
decimal system; it can be quite complex. The Dash Outline Form , also
like the Standard Outline Form, uses dashes instead of symbols. It pro-
vides good organization, and is relatively simple. The preferred forms
are the Stnadard Outline Form and the Dash Outline Form, or a combination.
The Sentence Form
1. The form of taking notes is important.
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2. It provides organization by showing major points, minor points,
their relationship to each other, and details.
3. The Paragraph Form is the easiest to use, but the poorest.
4. When using the Paragraph Form, you write as a paragraph until
the idea changes.
5. The Sentence Form, a little more difficult and a little better,
is a series of numbered statements.
6. The Standard Outline Form is the best for organization and the
most difficult to follow.
7. It uses Roman numerals, letters, numbers, and various types of
indentation.
8. Remember that notes are for your guidance only.
9. The Decimal Outline Form is a variation of the Standard Outline
Form, but is based on the decimal system and too complex.
10. The Dash Outline Form is also a variation of the Standard Out-
line Form, but uses dashes instead of symbols.
11. It has organization, and avoids the confusion of the previous
outline system mentioned.
12.
The Standard Outline Form and Dash Outline Form are the best,
although you may prefer to combine forms.
Standard Outline Form
Form of taking notes .
A. Form is important.
B. Form provides organization.
1. Major points
2. Minor points
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3. Details
Comparison of forms .
A. Paragraph Form
1. Easiest
2. Poorest
B. Sentence Form
I 1. More difficult
2. Better
C. Standard Outline Form
1. Best for organization
2. Most difficult
D. Decimal Outline Form
1. Like Standard
2. With decimals
E. Dash Outline Form
1. Like Standard
2. With dashes
a. No complex symbols
b. Good organization
Decimal Outline Form
Form of taking notes ,
1. Form of note-taking is important.
2. It provides organization.
3. Organization is based on major points, minor points, the rela
tionship between them, and details.
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4. Paragraph Form: this is the easiest to take, but the least use-
ful
,
you write until the idea changes; then you begin a new paragraph.
5. Sentence Form: this is more difficult, but also better; you
use a series of numbered statements.
6. Standard Outline Form: this is the best for organization, but
also the most difficult to learn; it uses Roman numerals, letters, numbers
and indentation for its organization.
7. Decimal Outline Form: this is similar to the Standard, but uses
decimals; it is complex.
8. Dash Outline Form: this is also similar to the Standard, but
uses dashes; it provides good organization.
9. Recommended forms: the Standard or the Dash are preferable.
These forms may be combined.
Dash Outline Form
--Form of taking notes
--important because provides organization
--major points, minor points, relationships between them, details
--Paragraph Form
--easiest, but poorest
--write until idea changes; begin new paragraph
--Sentence Form
--more difficult, but better
--series of numbered statements
--Standard Outline Form
--best for organization, but most difficult
—uses Roman numerals, letters, numbers, indentation
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—Notes are for your guidance
— Decimal Outline Form
--like Standard, but uses decimals
--extremely complex
--Dash Outline Form
--also like Standard, but uses dashes
--has good organization
--Best: Standard or Dash
—May combine forms
Abbreviations
1.
Symbols. Symbols are especially helpful to students in engineering
and mathematics.
f_ = frequency
2.
Create a family of symbols.
3.
Leave out the periods in standard abbreviations.
cf = confer (Latin, compare)
eg = exempli gratia (Latin, for example)
dept = department
NYC = New York City
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4. Use only the first syllable of a word.
pol = politics
dem = democracy
lib = liberal
cap = capitalism
5. Use the entire first syllable and only the first letter of the second
syllable.
subj = subject
cons = conservative
tot = totalitarianism
ind = individual
6. Eliminate final letters. Use just enough of the beginning of a word
to form easily recognizable unit.
assoc = associate, associated
ach = achievement
biol = biological
info = information
intro = introduction
chem = chemistry
cone = concentration
max = maximum
rep = repetition
7. Omit vowels from the middle of words, and retain only enough consonants
to provide a recognizable skeleton of the word.
bkgd = background
ppd = prepared
prblm = problem
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estmt = estimate
gvt = government
8. Use an apostrophe.
gov't = government
am't = amount
cont'd = continued
educat'l= educational
9. Form the plural of the symbol word or abbreviated word by adding "s".
Os = areas
chaps = chapters
co-ops = cooperatives
fs = frequencies
/s = ratios
10. Use "g" to represent "ing" endings,
decrg = decreasing
ckg = checking
estg = establishing
exptg = experimenting
11. Use a dot to represent rate. A dot placed over a symbol or a word in-
dicates the word "rate".
$ = vibration rate
£*
= frequency rate
12. Short words should generally be spelled out. Symbols, signs, or ab-
breviations for short words will make the notes too dense with "short-
hand" .
i n to for
at but key
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13. Leave out unimportant verbs,
went came be
14. Leave out "a" and "the".
15. If a term, phrase, or name is initially written out in full during
the lecture, initials can be substituted whenever the term, phrase, or
name is used again.
Initial writing; ...and the effect of the Modern Massachusetts Party
wi 1 1 be felt.
.
.
Subsequently: MMP
16. Use symbols for commonly recurring connective or transitional words.
& = and
w/ = with
w/o = without
vs = against
• = therefore
Speed-Notes for Engineers and Technicians
.
In addition to the general rules we have just suggested, there are
many symbols and abbreviations that are widely used in technical fields.
They will probably cut your writing time in half almost immediately. Some
of the basic symbols are shown in Table
. Common technical abbreviations
are given in Table
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+
X
>
<
'X/'
oc
• •
0 "
vs
TABLE 14
Examples of Technical Symbols
plus, positive, and
minus, negative
algebraic x, or multiplied by
divided by
does not equal
equals approximately,
approximates
greater than, greatly,
increased, increasing
less than, reduced,
decreasing
sine, curve, cosine curve
approaches as a limit, approaches
greater than or equal to
less than or equal to
identical to
varies directly as
therefore
square root
nth root
versus, against
ground
varied, variation
area
- vibration, motion
log - common logarithm
In - natural logarithm
£ - base of natural logarithms
Tr - pi
Z. - angle
I - perpendicular to
II
- parallel to
a - a degrees (angle)
a' - a minutes (angle)
a" - a seconds (angle)
^
- integral, integral of,
integration
f - frequency
fp - natural frequency
cps - cycles per second
m - mass
(J - phase
E - force
/ - ratio, the ratio of
^ - base, support, mount
foundation
r - curve, curvilinear
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TABLE 15
Typical Technical Abbreviations
anlys - analysis pltg
- plotting
ampl td - amplitude reman - remain
asmg - assuming rsnc - resonance
cald - called rl tnshp - relationship
cnst - constant smpl - simple
dmpg - damping smpfd - simplified
dmnsls - dimensionless stfns - stiffness
dfln - deflection systm - system
dfnd - defined sgnft - significant
dstrbg - disturbing ths - this
eftvns - effectiveness trnsmsbl ty - transmissibil ity
frdm - freedom thrtly - theoretically
frcg - forcing valu - value
gvs - gives wth - v/ith
hrmc - harmonic whn - when
isl tr - isolator xprsd - expressed
isltn - isolation
Other symbols and abbreviations, for many different technical and
nontechnical fields, are often found in special sections in unabridged
dictionaries. Look them up the next time you are in the library.
CHAPTER IV
READING EFFICIENTLY
Survey Q3R Method Of Study
Reading efficiency experts have devised a simple five-step system
that promotes more meaningful reading, makes it easier to prepare for
exams, and results in appreciably higher course grades. The system is
called the SQ3R Rating Method. Although this technique will require
about 10-15 per cent more time while you are reading an assignment, it
will greatly reduce the time required for your reviewing before quizzes,
and you will also get much more out of such reviewing. The five-step
SQ3R Reading Method is described in detail below.
Using the SQ3R Reading Method will help you in four ways. First, it
will help you to learn the information that you will be responsible for
in your courses. Second, it will help you to combat the tendency to for-
get what you have learned. Third, it will help you to increase your abil-
ity to concentrate on what you are studying. Finally, it will help you
to organize materials into a meaningful pattern of main points and sup-
porting details. In short, it will help you to get the most out of your
textbook reading.
SURVEY Glance over the headings in the chapter to see the few big points
which will be developed. Also, read the final summary para-
graph if the chapter has one. This survey sould not take more
than a minute and will show the three to six core ideas around
which the discussion will center. This orientation will help
you organize the ideas as you read them later.
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QUESTION
READ
RECITE
REVIEW
Now begin to work. Turn the first heading into a question.
This will arouse your curiosity and increase comprehension.
It will bring to mind information already known, and the ques-
tion will make important points- stand out while explanatory de-
tail is recognized as such. Turning a heading into a question
can be done on the instant of reading the heading, but it de-
mands a conscious effort on the part of the reader to make
this a query for which he must read to find the answer.
Read to answer the question, i.e., to the end of the first
headed section. This is not a passive plodding along each
line, but an active search for the answer.
Having read the first section, look away from the book and
try briefly to recite the answer to your question. Use your
own words and name an example. If you can do this, you know
what is in the book; if you can't, glance over the section
again. An excellent way to do this reciting from memory is to
jot down cue phrases in outline form on a sheet of paper. Make
these notes very brief.
Now repeat steps 2, 3, and 4 on each succeeding headed section.
That is, turn the next heading into a question, read to answer
that question, and recite the answer by jotting down cue phrases
in your outline. Read this way until the entire lesson is com-
pleted.
When the lesson has thus been read through, look over your notes
to get a bird's-eye view of the points and of their relation-
ship and check your memory as to the content by reciting on the
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major subpoints under each heading. This checking of memory can
be done by covering up the notes and trying to recall the main
points. Then expose each major point and try to recall the sub-
points listed under it.
CHAPTER V
SPEEDING UP YOUR READING
What is Good Silent Reading?
Essentially, silent reading is learning to use the eyes in the same
manner in which we use the ears. That is, we listen not to '’words", but
to "ideas." When we listen to a friend speak, or a teacher lecture, we
are generally unaware of his words (unless he uses a word or words we do
not know). Rather, we are absorbing his "ideas". We do not mentally
"repronounce" each word that is being said. Yet, most of us do not use
our eyes, much more sophisticated organs, half as efficiently or effec-
tively! In elementary school we learned to read orally, and this is as
it should be. But all too often, the student has never learned to read
silently, but rather has simply transferred his oral reading skills to
silent reading. Hence, most secondary students are one-word-by-one-word
readers or see-and-say readers. That is, they read one word at a time,
from left to right, mentally repronouncing each word in their minds,
reading to some unseen audience within their heads, just as though they
were reading aloud! They still mentally pause at every comma, drop their
mental voices at every period, and even read with great expression to them-
selves! This is a valid reading rate which should only be employed for
reflective reading, whereas it actually impairs the student otherwise.
It allows more time for immediate forgetting, it interrupts the smooth
flow of information, and necessitates the reassembling of single words into
meaningful thought units or ideas. By definition, silent reading is men-
tally converting symbols into ideas and relating these ideas to one's real
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ExpGriGncGS, prGSGnt body of knowlGdgo, and convictions.
Roading For Idoas, Tho Controllod Fixation Mothod:
ThG controllGd fixation method of reading can aptly be described as
the "reading for ideas rather than words" technique, which is the basis
of good silent reading. It is an extremely close duplication of the na-
tural eye movement. As previously stated, it is taught by demonstrating
to the student that he should use his eyes as he uses his ears! We lis-
ten to ideas, not words. We don't mentally repeat each word spoken to us,
yet we understand. Consequently, since the eye is a much more sophisti-
cated instrument than the ear, it is unnecessary to repeat each word we
see in order to gain meaning. The brain is perfectly able to comprehend
through "video" without "audio" aid! Complete elimination of mental pro-
nunciation is neither possible nor desirable, but it should be demonstrated
to students that there are hundreds of common words they need not mentally
pronounce in order to understand. Why, for example, should they constantly
reinforce their perception and understanding of such elementary words as
"the", "and", "a", "boy", "girl", "car", "house", "go", "come", "eat",
"play", "study", etc.
We find also that many students are hindered from attaining greater
reading speed and proficiency because of vocalization. In vocalization,
the lips, throat, and tongue muscles pronounce each word read. Hence,
one can't read any faster silently than he can orally. This is also true
to a lesser extent in the case of the mental pronunciation of every word
seen. We cannot completely eliminate mental pronunciation (or inner ar-
ticulation, as it is also termed) as we can lip movement, but we can eli-
minate mentally pronouncing the most common words and phrases. Complete
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elimination is neither possible nor desirable because we should mentally
pronounce key words and all unfamiliar words to gain meaning.
In order to demonstrate the "difference" of silent reading, the
teacher should explain (or re-explain as the case might be) to his class
what is meant by fixations, eye span, and regressions. We know that as a
student reads a line of print from left to right, his eyes make a series
of pauses or stops which we call "fixations". We also know through exper-
imentation that the eyes do not "see" when they are in motion, which ac-
counts for these fixations. Also, the eyes frequently regress, i.e., they
move back to re-read groups of words. Eye span is simply the number of
words (be it one or many) included in each fixation. The poor reader makes
many fixations and regressions as he reads and often may delay a relatively
long time in each fixation. Still, without these stops there is no recog-
nition of words nor understanding. The time of fixations can be reduced
and the eye span can be widened with practice until a rhythmic pattern is
developed. Our purpose is obvious; to reduce the number of fixations by
widening the eye span and discouraging regressions. If there are nine words
in a line of print and we can train students to "see", i.e., include, three
words in each fixation, instead of fixing on each of the nine words, we
have tripled his speed! We accomplish this rhythm initially by use of the
O.R.A. filmstrips and the TACHOMATIC 500 group training procedure to demon-
strate the "method". Then we follow with individual practice on the
SHADOW-SCOPE Reading Pacer to instill good silent reading habits using an
O.R.A. Book to find each student's optimum reading level and to practice
with materials at this optimum.
CHAPTER VI
CLUES TO EFFECTIVE STUDY
Developing Your Study Skills
What are the proper physical conditions for effective study?
A. Good size work area.
B. Small bookshelf for standard reference books.
C. Good light, preferably coming over opposite shoulder from hand
writing.
D. Simple straight-backed chair.
What are the distractions to effective study that must be put aside?
A. Telephone.
B. Radio and television.
C. Constant interruptions.
D. Daydreaming.
Someone has said that study is hard work. What are the ingredients for
effective study?
A. Study alone.
B. Study in quiet.
C. Study uninterrupted.
What are some of the facts about studying?
A. Doesn't come naturally - must learn how.
B. No one best method.
C. Budget your time.
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Improving Concentration
Internal or Psychological Distractions
.
A. Indecision
B. Daydreaming
C. Personal problems
D. Bothered by course
External or Physical Distractions
.
A. Auditory distractions
1. Conversation
2. Radio and television
3. Outside noise
B. Visual distractions
C. Disorganization - a lack of organization
1. Ways to organize your study environment
a. Work area
b. Study materials
2. Studying in the library
Improving Memory
Reasons for forgetting
.
A. Disuse
B. Interference
C. Repression
D. Underl earning
Effective steps to lessen forgetting
.
A. Assure meaningful ness
B. Review immediately
C. Overlearn material
D. Use memory cues
E. Distribute learning
F. Practice restating
G. Minimize interference
H. Recognize attitudes
CHAPTER VII
EXAMINATIONS
Studying For Exams
Note: When instructor announces an exam, make certain that you know what
materials will be covered on the exam and what type of test it will be.
Adjust your study habits to the type of test.
Objective test .
A. Concentrate on memorizing factual details such as:
1 . Names
2. Dates
3. Formulas
Essay exam .
A. Concentrate on understanding:
1 . General concepts
2. Principles
3. Theories
B. Specific factors and information are necessary to support the
above items as well as a viewpoint, contention, opinion or
interpretation.
Problem solving test .
A. Working on examples that might appear on the test.
General guidelines in preparing for exams .
A. In reviewing, spend most of your time studying material that is
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least familiar, and review just briefly the material that is
most familiar.
B. On the night before a big test, review the materials and go to
bed early.
C. The next morning you will be mentally and physically alert.
D. Eat a good breakfast, and the most important thing is to RELAX.
Note: If you are prepared, then don't worry. Worry creates
anxiety — anxiety creates tension — tension creates failure.
Taking the Exam
General suggestions for all tests.
1. Arrive early instead of arriving barely on time... then you are;
organized; ready; relaxed; instead of tense; anxious.
2. Regard lapse of memory as perfectly normal. If this happens,
don't panic. If you can't think of an answer to one question, leave
it and return later.
3. Make sure you understand test directions before attempting to
solve any problems. Don't mess up and lower your grade because you
didn't listen and read carefully.
4. Plan how to use time during exam. Scan entire test. Divide
up time as you deem appropriate, depending on type of test given.
5. Read each question carefully and completely before writing the
answer. Reread if necessary.
6. Ask your instructor for help in interpreting a test question
that is unclear; he may want to clear up the misunderstanding for all.
7. Don't give impression of cheating. Do your own work and don't
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give help to others. Avoid ^ temptation.
8. Don't be disturbed about people finishing before you do. Take
your time, don't panic and you will do much better on the test.
9. Don'*t try to be the first one to- leave. You don't win a prize
for finishing first. If you have time left: edit, check, proofread. Use
all time available to eliminate careless errors.
Suggestions for essay tests
.
1. Read guestions through rapidly; jot down beside each guestions
any facts or ideas that occur to you. Best way to insure that your an-
swers do not overlap each other is to read entire test before answering
guestions.
2. Estimate time you will have for each guestion according to rela-
tive difficulty and importance. Keep track of your time so you don't spend
too much time on any one guestion.
3. Answer easiest guestion first and concentrate on answering one
guestion at a time. Doing work on something you can handle is the surest
way to reduce test anxiety.
4. Before you start writing, make a brief logical outline for your
answer to insure good organization and prevent careless omissions. It's
not how much you say, but what and how well you say it that counts.
5. Decide what kind of answer the guestion reguires before you begin
writing. Verbs, such as "illustrate", "list", "define", "compare", "trace",
"explain", "identify" -- reguire different approaches to answering.
6. Get down to business in first paragraph and don't "throw it".
Try to write the most pertinent information in the shortest amount of time.
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7. Whenever possible, include factual information to back up your
answer. You could give the impression that you know what you're talk-
ing about.
8. Write neatly. Professors will react more favorably to papers
that are neat, than to papers that are not.
9. Leave ample space between answers in case you think of some
additional information or new ideas when you reread what you've written.
10. If you can't answer a question, leave it to be answered last.
Don't leave it unanswered. You may get partial credit for even a poor
answer, expecially if everyone else messes it up.
11. Recheck all answers for: content accuracy, careless omissions,
mistakes in grammar, spelling and punctuation.
We all make mistakes when writing under pressure. You can often
raise your grade by correcting an error, or by inserting an ommited fact.
Suggestions for objective tests .
1. Answer all questions in order, without skipping or jumping
around. Identify doubtful answers by marks in the margin, and recheck
these after you've finished or as time permits.
2. Don't linger too long on any one question; make your best
guess and return to it later.
3. Reread all questions containing negative words. Be alert for
even double or triple negatives within a sentence.
4. Check for qualifying words such as: "all, most, some, none";
"always, usually, seldom, never"; "best, worst"; "highest, lowest";
"smallest, largest". Try to test the truth of each statement by sub-
stituting the other members of the series.
5. Watch for modifying or limiting phrases inserted into true-
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false questions. Instructors often use: inserted names, dates, places, or
other details to make a statement inaccurate.
6. Be alert for multiple ideas or concepts within the same true-
false statement, parts must be true or statement is false.
7. Be alert for grammatical inconsistencies between the question
and multiple choice answers. Choice is almost always wrong if the com-
pleted sentence is grammatically correct.
8. Be cautious about changing your answer to a true-false or mul-
tiple choice question without good reason. Usually your first guess is
more likely to be correct than subsequent guesses.
CHAPTER VIII
DEVELOPING YOUR WRITING SKILLS
Writing Themes and Reports
Important factors to keep in mind
.
1. Appearance - overall attractiveness of your paper, as reflected
by neatness, legi ability, etc.
2. Organization - overall coherence of your composition, as reflected
by logical and effective presentation of material.
3. Originality - self-expression, as reflected by the effective
presentation of your own ideas, and the uniqueness of your approach.
4. Variety - comprehensiveness of coverage, as reflected by the
types and number of reference sources you have used.
5. Mechanics - your use of correct English, as reflected by the ab-
sence of grammar, spelling, punctuation and capitalization errors.
6. Format - your adherence to correct form, as reflected by proper
footnotes, bibliography, etc.
Suggestions for writing in-class themes .
Many freshmen have difficulty coping with the short, in-class themes
required for first-year English courses. If you dread writing these brief
essays, the following suggestions should help you to improve your ability
to handle such assignments.
Rule #1 . When you are given a choice, choose your theme topic with
the utmost care. Your topic selection should be based upon your familiar-
ity with, and interest in the various possible subjects.
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Rule #2 . If your theme topic is known beforehand, go into class men-
tally prepared with a reservoir of factual information about your subject.
Rule #3
. If your theme topic is unknown beforehand, draw upon your
own experiences as much as possible. Avoid experimentation with unfam-
iliar subjects when you are pressed for time.
Rule #4 . Make your subject suitable for a short theme. Narrow your
topic down to a definite, essential, interesting phase of the broad sub-
ject.
Rule #5 . Allow yourself a few minutes to think about the subject and
jot down ideas to be presented. You should quickly list both major con-
cepts and important supporting facts as they come to mind.
Rule #6 . Organize your ideas into a brief, logical outline before
you begin writing. Time thus spent in outlining your topic coverage will
make for a much better presentation of your ideas.
Rule #7 . Use simple words that you understand and can spell. Avoid
the use of slang except for emphasis.
Rule #8 . Unless you are good at punctuation, avoid long sentences
requiring complex internal punctuation.
Rule #9 . Check for readability as you write your theme. Pay close
attention to coherence, to transition, to emphasis, and to smoothness.
Rule #10 . Write legibly and make all corrections neatly. Neatness
indicates pride in your work, and makes a favorable impression before
your instructor starts reading.
Rule #11 . Save a few minutes to reread and polish your theme. Care-
fully check for grammar, spelling, punctuation, and capitalization errors.
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Make your first draft your final one. Time will be too
limited to allow for recopying.
Suggestions for writing research reports
.
Writing a research paper is, of course, a much more ambitious and
demanding activity than is the writing of an in-class theme. You will
normally go through the following six fairly distinct stages in writing
a research paper: (1) choosing your topic, (2) collecting pertinent in-
formation, (3) organizing your information, (4) writing your first draft,
(5) revising your first draft, and (6) preparing your finished report. The
suggestions given below are, therefore, organized according to this six-
stage sequence in the report writing process.
Step #1 - Selecting your topic :
Rule #1 . Be certain that you know precisely what kind of paper you
are expected to write, how long it should be, and when it is due. Listen
to your instructor carefully as he explains the purpose, nature, scope,
and limits of the assignment.
Rule #2 . Choose a topic that really interests you — something that
is intriguing, exciting, and personal. You will have greater confidence
and do better work with a topic that has some special meaning for you, or
that you know something about.
Rule #3 . Choose a topic having a variety of easily available sources
of pertinent and timely information. Remember, the primary purpose of the
assignment is to help you become skillful in using the basic tools of
scholarship - reference books, professional journals, popular periodicals,
and other publications.
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RuleJi- Choose a topic that is neither too narrow and trivial, nor
too broad and ambitious. Adjust the focus of your topic to the assigned
length and the available time without making your topic too limited or
trite to be meaningful.
Step #2 - Collecting pertinent information :
Prepare a brief, precise statement defining the objective
and scope of your paper. Your thesis statement will then serve as a point
of reference as you seek information on your topic.
RuJe_J^. Use the card catalog plus appropriate indexes, abstracts,
and guides to build up a comprehensive bibliography of appropriate refer-
ences for your topic.
Pule #3
.
Quickly survey each book or article to determine whether
or not it contains the kind of information you want. If the material is
relevant to your topic, prepare a bibliography card giving all the infor-
mation necessary for your future footnotes and bibliography.
Rule #4 . Take brief, accurate, pertinent, usable, readable notes
in your own words. Avoid the tendency to copy the wanted material word
for word.
Rule #5 . Take your notes on 3" by 5" or 4" by 6" cards because
these will be easy to shuffle and rearrange later. Use a separate card
for each major idea and each reference source, and be sure to identify
the idea source on the back of the card.
Rule #6 . Check the references cited in those materials that you do
find which are pertinent to your topic. Bibliography building usually be-
comes a chain reaction, with one source providing clues to additional
sources.
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RulliZ.- Keep an "idea page" in your notebook for jotting down pos-
sible sources of information suggested during lectures and conversations
or encountered while reading and thinking.
Step #3 - Organizing your information :
RuJe_Jl_. Read through your note cards and sort them into piles ac-
cording to whatever categories seem logical to you. All cards dealing
with the same subtopic should be placed together.
Rule #2
. Scan the cards in each pile to determine what appears to
be the central theme for that pile. Then organize each pile of cards into
the most logical sequence, eliminating the duplications and irrelevancies
that you discover.
Rule #3 . Arrange the piles of cards into the most appropriate order
to achieve the best possible organization of your major idea. When you
feel that all cards are organized satisfactorily, number each card in
order according to your final arrangement.
Rule #4 . Using your organized note cards as a guide, prepare a de-
tailed outline for your paper. Keep this tentative outline simple and
direct by using cue words and phrases instead of complete sentences.
Step #4 - Writing your first draft :
Rule #1 . With your tentative outline before you, dash off an initial
draft of your paper in longhand. Write as rapidly and spontaneously as
you can, for you are simply trying to get your ideas down on paper in an
organized manner.
Rule #2 . Write the way you talk without worrying about misspelled
words, proper punctuation, or grammatical structure. Use familiar words
and uncomplicated sentences. Concentrate now on the development of your
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topic and take care of stylistic problems later.
Rule #3. Stick to the point and avoid interesting but distracting
digressions. For each major idea, get to the point quickly and then sys-
tematically and logically develop the thought through examples and ex-
planations.
Rule_#4. Include concrete examples, illustrations, and factual de-
tails to back up your generalizations. Ideas expressed as generalities
without supporting specifics are neither convincing nor interesting reading.
Rule_#^. Do not be afraid to criticize, evaluate, illustrate, at-
tack, or defend where appropriate to your topic. Show that you have been
thinking instead of merely copying.
Rule #6 . As you write, indicate your information sources by placing
the number of the note card for a reference in the page margin beside the
idea. Return later to complete the footnoting of your references after
you have prepared your alphabetical bibliography.
Rule #7
. Leave plenty of room for later correcting and editing.
Wide margins and double-spacing will make it easier to insert the many
additions and corrections that will most certainly be necessary.
Step #5 - Revising your rough draft :
Rule #1 . Set your first draft aside and allow a "cooling off" period
so that you can reread it with greater objectivity. You will return to
the project after a couple of days with your judgement less contaminated
by your previous thinking.
Rule #2 . Check your paper for overall effectiveness of expression.
Look at your sentence structure and paragraphing for clarity, smoothness.
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and effectiveness. Read for logical progression and smooth transition be-
tween the main thoughts in your paper.
Rule #3
. Use a dictionary or thesaurus to help you find the exact
word to express an idea or to find alternative words for those you might
be overusing. Also check that you are correctly using unfamiliar or un-
common words.
Rule #4
. Carefully check your paper for mechanical errors such as
misspelled words, inaccurate punctuation, and incorrect grammar.
Rule #5 . Watch carefully to prevent any possibility of plagerism.
Be absolutely certain that your footnoting gives full credit for all ma-
terials used directly or in paraphrased form.
Rule #6
. Revise and polish your tentative outline for final typing.
Edit it carefully for clarity, effectiveness and correctness of content.
Step #6 - Preparing your finished report :
Rule #1 . Type the final version of your report. Be sure to double-
space and allow proper page margins.
Rule #2 . Follow the exact format prescribed by your instructor for
the title page, table of contents, bibliography, footnoting, etc. The pre-
scribed format may vary somewhat from course to course, so be sure to
check with your instructor if you are in doubt.
Rule #3 . Doublecheck your footnoting against your alphabetized bib-
liography. Make certain that all of your footnotes are accurately tied
to the references listed in your bibliography.
Rule #4 . After typing your report, be sure to give it a final proof-
reading for careless errors - misspelling, punctuation errors, omitted
words, etc.
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Submit your report in an attractive binder. Let neatness
show that you have pride in your effort.
Making Oral Reports
Important points of a speech
.
A. Interest
B. Organization
C. Originality
D. Delivery
An effective speaker must give attention to three areas: audience, topic,
and delivery
.
Step #1 - Evaluating your audience :
Rule #1 . Determine the announced purpose for the meeting attracting
your audience. Why is the meeting being held? What is your audience ex-
pecting? What special interest does your audience share?
Rule #2 . Determine the identifying characteristics of your audience.
What is the anticipated size of your audience? Will your audience be
male, female or mixed? What is their average age, education, and economic
status? Are their occupations similar or diversified?
Rule #3 . Determine what speaking role you are expected to fill. Are
you expected to entertain, to inform or to pursuade? Will there be other
speakers? Will they speak on a similar or a different topic? Will you
be speaking first, last, or when?
Step #2 - Selecting your topic :
Rule #1
.
Be certain that you know precisely what kind of speech
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you are expected to make, how long it should be, and when it is to be
given. Listen carefully as the purpose, nature, scope, and limits of the
speaking assignment are explained.
Riile_#2. If possible, choose a topic dealing with something you
already know about or have experienced. Doing so will reduce the amount
of time spent in researching your subject and you will have greater con-
fidence in your ability to talk on the topic.
Choose a topic that really interests you - something that
is intriguing, exciting, and personal. You will work harder and prepare
a better talk on a topic that has some special meaning for you.
Ru 1 e ^4 . Limit your topic so that it can be adeguately covered in
the time allowed. Adjust the focus of your subject to the available
time and intended audience without making your topic too broad and am-
bitious, or too narrow and trivial.
Rule #5 . Check that there is an adequate variety and amount of
resource material available to you. Make certain that there are ap-
propriate reference books, professional journals, popular periodicals,
or other publications containing pertinent and timely information on your
topic.
Step #3 - Developing your topic :
Rule #1 . Determine the objective for your talk. Do you want to
inform or to persuade your audience? What kind of audience response do
you want? Are you seeking to change their opinion, to move them to action,
or what?
Rule #2 . Prepare a brief, precise statement defining the objective
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and scope of your talk. Your thesis statement will serve as a point of
reference as you seek information on your topic.
RullJl- Break your subject down into the main areas or ideas to
be covered. Don't try to get more than three or four main points across
in a 10-15 minute speech. Your topic statement for each of these will
become the main headings for your outline for the body of your speech.
RuJ[e_#4. Ransack your mind for information, ideas, and opinions on
the topic and for ideas about further sources of information. If you
start from what you already know and think, your own personality will
emerge in the speech and thereby produce a more spontaneous delivery.
Rule #5
. Keep an "idea page" for jotting down thoughts about your
topic or possible sources of information suggested during conversation
or encounters while reading and thinking.
Rule #6 . Use the card catalog plus appropriate indexes, abstracts,
and guides to build up a bibliography of appropriate references for your
topic.
Rule #7
.
Quickly survey each book or article to determine whether
or not it contains the kind of information you want. When you find ma-
terial that is relevant to your topic, take brief, accurate, pertinent,
usable, readable notes in your own words. Avoid copying wanted material
word for word.
Rule #8 . Take your notes on 3" by 5" or 4" by 6" cards because they
will be easy to shuffle and rearrange later. Use a separate card for
each major idea and each reference source and be sure to identify the idea
source on the back of each card.
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MeJ9. Check the reference cited in those materials that you do
find which are pertinent to your topic. Bibliography building usually
becomes a chain reaction, with one source providing clues to additional
sources.
Step #4 - Organizing your speech :
MlH- Write the introduction for your speech. Strive for an
attention-getting and interest-arousing introduction to your subjects.
Try to relate your topic to the needs, interests, and expectations of
your listeners.
Me_#2. Recheck your thesis statement. Make certain that it is
a brief, clear, direct statement of purpose for your talk.
Rule_#3. Read through your note cards and sort them into piles
according to the three or four main concepts to be developed. Then
organize each pile of cards into the most logical sequence, eliminating
the duplications and irrelevancies that you discover.
Rule_J4. Using your organized note cards as a guide, prepare a
detailed outline for the 65-90 percent of the whole which comprises
the body of your speech. Write out the exact phrasing of your three or
four main ideas and then insert your supporting material as cue words or
phrases under these major headings.
Rule #5 . Stick to the main points and avoid digressions of less
importance. For each major idea, get to the point quickly and then sys-
tematically and logically develop the concept through examples and ex-
planations.
Rule #6 . Include concrete examples, descriptive illustrations,
literary quotations, statistical data, expert opinion, and factual
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details to back up your generalizations. Ideas expressed as generalities
without supporting specifics, are neither convincing nor interesting to
your listeners.
Rule_£7. Use restating, connecting, outlining, enumerating, sum-
marizing, and other verbal devices, as appropriate, to help emphasize
your main ideas and enable your audience to move mentally with you from
one point to the next.
Rule #8
. Write the conclusion for your speech. Strive for more
than a mere summary of your main points or a restatement of the thesis.
A good conclusion gives a feeling of completeness to your talk and leaves
your audience thinking about the subject.
Step #5 - Practicing your delivery :
Rule #1
. Type your introduction, thesis, body, and conclusion on
4" by 6" note cards for verbal delivery. Write on only one side, and
number your note cards so as to prevent confusion about which side of
which card comes next.
Rule #2 . Read your speech outline through several times, both
silently and aloud. Your aim is to learn the sequence of ideas, not
to memorize the wording of your speech.
Rule #3 . If possible, survey the physical setting for your speech.
Determine the size and physical characteristics of the room, the availa-
bility of lectern and microphone, etc. Then you can practice making your
speech with these site characteristics in mind.
Rule #4 . Practice your speech on some of your friends or make a
tape recording of it. Recording your speech will allow you to hear
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yourself as others hear you as well as call your attention to repetition,
faulty pronunciation, and hemming and hawing.
modifying your speaking rate and voice inflection
to fit your material. Speak more slowly and formally when presenting
main ideas or difficult material; speak more rapidly and conversationally
when citing examples or narrating anecdotes. Use pauses or raise your
voice to emphasize important points or recapture wandering attention.
Ruleje. Try to use appropriate gestures and bodily movement to
reinforce your points, but let these be natural rather than forced and
contrived.
RullH- Check your personal appearance and mannerisms. Make
certain that your dress and grooming will be appropriate for the occasion.
Stand erect and make a conscious effort to control nervous behavior that
may be distracting your audience.
Rule #8. Be sensitive to the responsiveness of your listeners.
Watch their reactions to see whether they are confused, restless, etc.
Depending on their reaction, you may need to slow down and add more ex-
planation or move on and omit some of your supporting details.
RuJ[e_#2. Talk loudly and distinctly enough for all to hear. Pick
out several of your listeners who seem particularly attentive. Then
build rapport with them by establishing eye contact and talking directly
to them.
Rule #10
. Time your practice speech accurately to be sure you are
within the time limits. Never assume that running overtime will be ac-
ceptable to your listeners. Cut your speech if it takes longer than the
alotted time.
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RuleJll. When you have completed your talk, don't run and sit down
like a frightened child. Instead, take your leave graciously as though
you were leaving friends. Remember, your audience is all for you. They
want you to do a good job. They're on your side!
Scholastic Motivation
Psychologists have long recognized the relationship between motiva-
tion and achievement. In fact, the motivation factor is considered to
be one of the most important determiners of success or failure in any
area of endeavor.
It seems appropriate at this point for you to pause and ask yourself
a very important question: "Am I sufficiently motivated to accept the
challenge of college study?" Did you hesitate before answering? Why?
If you're like most young people, you are finding it rather difficult
to crystallize your thinking about your level of scholastic motivation.
Perhaps the following discussion will help.
First
,
what are your reasons for going to college? Is it primarily
because your parents want you to go? Is it because your friends are going
to college and you don't want to be left behind? Is it to avoid getting
a job and going to work? Are you going for the social activities? For
sports? Be honest with yourself! You have probably been asked this ques-
tion before and, if you're like most young people, you probably said some-
thing about going to college to get an education. Is this really an an-
swer or is it simply a convenient cliche? If you are unable to verbalize
some very definite, realistic, and meaninful reasons for going to college,
then your level of scholastic motivation is probably quite low.
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Second, have you made some rather definite plans for the future? In
other words, what do you plan to study in college, and what do you plan
to do after graduation? Research studies have shown that students with
definite educational and occupational plans study more, get better grades,
and persist longer in college than do students who are undecided about
their future. If you are in the latter group, it would probably be well
worth your time to see a counselor and explore your interests and aptitudes
with him.
Third
,
are you sufficiently mature to handle college freedoms and re-
sponsibilities? Research shows that the grades one earns in college are
directly related to one's degree of maturity. In other words, mature stu-
dents usually earn good grades, whereas immature students usually do not.
One explanation for this may be that the mature student is willing to
sacrifice immediate needs and pleasures and work to achieve future goals
and rewards. The immature student is more concerned with the satisfaction
of his day-to-day needs and pleasures and is, therefore, unable to dis-
cipline himself to do the many hours of studying required of successful
college students.
By now you may be asking yourself this question: "If I'm going to
college, what can I do to increase my scholastic motivation?" The fol-
lowing eight steps have proven to be of help to many other students asking
the same question.
Step #1 . Think through why you are going to college and try to de-
velop some realistic and meaningful reasons for spending four years of
your life doing the things required to obtain a college degree. Your
reasons must be strong enough to justify the long hours spent attending
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lectures, reading textbooks, writing reports, and taking tests. Also,
your reasons must be personally valid because you are the one who must
do the work. If you are really having difficulty justifying college
attendance on academic grounds, you might want to read the book, "On
Becoming an Educated Person," written by Virginia Voeks for students
like yourself.
Step #2. Think through what you would like to be doing after col-
lege graduation and try to formulate some realistic and meaningful edu-
cational and occupational goals that are appropriate to your abilities
and interests. Remember, having meaningful occupational plans will in-
crease your interest in your courses, especially those that are related
to your vocational preparation. A counselor is probably the best person
to assist you in exploring the world of work and in evaluating your oc-
cupational interests and aptitudes.
Step #3. Try to correlate your course work with your occupational
plans. In other words, don’t merely try to memorize facts, but try to
see the relationship between the material you are studying and your cho-
sen occupation. You may often find it difficult to do this, but you
should always try to relate your academic work and your future occupa-
tional objectives. Remember, the more you know about your future occu-
pation, the easier it will be for you to "see" this relationship. Con-
sequently, you should learn all that you can about your chosen vocation.
Step #4 . Try to get to know others who share your educational and
vocational interests. For example, many professional organizations pro-
vide for the membership of students and encourage the establishment of
local chapters so that professionals and students can meet together
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informally. Attending these meetings and discussing your activities is
an excellent way to clarify and reinforce your own objectives. If this
is not possible, you can make an appointment and talk over your program
with an instructor or counselor. The important thing is to find other
people that you can talk to whenever you feel the need to discuss your
plans.
Step #5 . Try to get experience doing work that is closely related
to your chosen occupation. For example, if you want to become a physician,
try to get a part-time or summer job in a hospital. Such work experience
will usually help to make your occupational goal more meaningful because
it will give you a better understanding of the training requirements, work-
ing conditions, and job duties associated with the occupation.
Step #6
. Set short-term educational goals for yourself. At the be-
ginning of each semester, determine what grade you wish to make in each
course. Next, determine what grade you will need on the first test to
insure meeting the goal you have set for yourself. After you have taken
your first test and received the results, determine what grade you will
need on your second exam. Do this for each course throughout the semester.
You will find it really does help you to focus your study needs more
sharply.
Step #7 . Prepare a visual record of your progress in each course,
and display it in a prominent place. Many students do this by marking
their predetermined grade on a graph and then plotting the results for
each test on this graph. Keeping such a visual record accomplishes three
purposes: (1) it serves as a daily reminder of your academic progress,
(2) it makes your study activities seem more purposeful, and (3) it
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identifies those courses in which you need to study harder.
Stee_#8. Make a sincere effort to improve your study efficiency.
Research has demonstrated that students receiving study skills instruc-
tions have improved their grade point averages by about one-half letter
grade. Furthermore, students receiving study skills instruction almost
always spend less time studying than do students having deficient study
skills. Studying is like any other skill, it becomes easier, as well
as more satisfying, when one knows the "tricks of the trade." For-
tunately, almost anyone can learn to be an efficient studier. All it
takes is adequate time and effort devoted to practicing the proper study
techniques. There are many how-to-study programs -- either teacher-
taught courses or do-it yourself guides — available for the student who
sincerely wants to improve his study skills. Most students would find
it very worthwhile to complete such a program.
CHAPTER IX
SCHEDULING YOUR TIME
Some Hints on Planning A Better Study Schedule
The success of your study schedule will depend on the care with which
you plan it. Careful consideration of some of these points will help you
to make a schedule that will work for you.
1. Plan a schedule of balanced activities. College life has many
aspects which are very important to success. Some have fixed time require-
ments, and some are flexible. Some of the most common which you must con-
sider are: FIXED : eating, organizations, classes, church, work.
FLEXIBLE : sleeping, recreating, study, relaxation, personal affairs.
2. Plan enough time in studying to do justice to each subject. Most
college classes are planned to require about three hours work per week per
credit in the course. By multiplying your credit load by three, you get
a good idea of the time you should provide for studying. Of course, if
you are a slow reader or have other study deficiencies, you may need to
plan more time in order to meet the competition of college classes.
3. Study at a regular time and in a regular place. Establishing
habits of study is extremely important. Knowing what you are going to
study, and when, saves a lot of time in making decisions and retracing
your steps to get necessary materials, etc. Avoid generalizations in
your schedule such as "Study". Commit yourself more definitely to "Study
History" or "Study Chemistry" at certain regular hours.
4. Study as soon after your lecture class as possible. One hour
spent soon after class will do as much good in developing an understanding
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of materials as several hours a few days later. Check over lecture notes
while they are still fresh in your mind. Start assignments while your
memory of the assignment is still accurate.
5. Utilize odd hours during the day for studying. The scattered one
or two hour free periods between classes are easily wasted. Planning
and establishing habits of using them for studying for the class just
finished will result in free time for recreation or activities at other
times in the week.
6
. Limit your blocks of study time to no more than two hours on any
one course at a time. After IJ5 to 2 hours of study, you begin to tire
rapidly and your ability to concentrate decreases rapidly. Taking a break
and then switching to studying some other course, will provide the change
necessary to keep up your efficiency.
7. Trade time — don't steal it. When unexpected events arise that
take up time you had planned to study, decide immediately where you can
find the time to make up the study missed and adjust your schedule for
that week. Note the three weekend evenings. Most students can afford no
more than two of them for recreation, but may wish to use different even-
ings on different weeks. This "trading agreement" provides for committing
one night to study, but rotating it as recreational possibilities vary.
8 . Provide for spaced review. That is, a regular weekly period when
you will review the work in each of your courses and be sure you are up
to date. This review should be cumulative, covering briefly all the work
done thus far in the quarter.
9. Practice self-recitation as a device for increasing memory. Or-
ganize your notes in a question and answer form and think in terms of
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questions and answers about the main ideas of the material as you re-
view weekly. When preparing for exams, try to predict the questions the
instructor may ask.
10. Keep carefully organized notes on both lectures and assignments.
Good notes are one of the best bases for review. Watch for key ideas in
lectures and try to express them in your own words in your notes. Watch
for headings and bold face type in your reading to give you clues of main
ideas for your notes. Take down careful notes as to exactly what as-
signments are made and when they are due.
11. Always try to improve your study efficiency. The SQ3R method
of study is a very sound approach to improving comprehension. Details on
this method can be found in the library in Chapter IV of Increasing Read-
ing Efficiency
,
published by Henry Holt and Company.
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TIME BUDGET SHEET
7r~7
—
MONDAY TUESDAY WEDNESDAY THURSDAY FRIDAY SATURDAY SUNDAY
D-/
T/-o
o-y
9-10
10-11
11-12
12-1
1-2
2-3
3-4
4-5
5-6
6-/
7-8
8-9
9-10
10-11
TTTT
Class
Total
Study
Total
These three evening plans interchangeable
CHAPThR X
SOURCES OF HELP
Audio Visual Services
Location: Room A122
Director: Everett Clegg
Learning Skills Center
Location: Room A226
Director:
Library
Location: Building A, second & third floor
Librarian: Elizabeth Sheehan
Assistant Librarians: Judith Campbell
Virginia Malone
Theresa Labato
Adapted from How to Study Effectively
.
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CHAPTER I
GRANTS
Major Programs of Student Financial Aid
at Holyoke Community College, 1980-1981
Massachusetts State Scholarship Program
.
Funding source
.
Commonwealth of Massachusetts.
Who is eligible?
Full-time (12 or more semester hours per term) under-graduate stu-
dents who have established Massachusetts residence not later than Septem-
ber 1, 1979, are eligible to apply for General Scholarships. An applicant
will not be considered if he/she received more than three years of pre-
vious awards.
What is the award value?
In the past, awards have been $300 per academic year for attendance
in Massachusetts public institutions such as HCC (or $900 in private in-
stitutions and $600 in non-Massachusetts public institutions, because of
their higher costs). Award values may change for 1980-81.
How are awards determined?
Awards are based solely on financial need. Dependent students are
judged on the dollar size of the expected parental contribution, whereas
independent students are judged on the basis of the total dollar amount
of their need.
How do I apply?
Submit a special 1980-81 Massachusetts Financial Aid Form (MFAF) to
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the College Scholarship Service by the following deadlines (or as soon
thereafter as possible); Renewal Applicants - April 1, 1980; Other Ap-
li cants - March 1, 1980.
Please refer to the MFAF cover sheet entitled "Information and In-
structions for 1980-81 Massachusetts State Scholarship Programs" for more
detailed information and instructions about not only the General Scholar-
ship, but also other State Scholarship programs.
Basic Educational Opportunity Grant (BEOG).
Funding source
.
U.S. Government.
Who is eligible?
Undergraduate students with significant financial need according to
the BEOG system are eligible, if they enroll in a degree or certificate
program on at least a half-time basis. Only U.S. citizens and other per-
manent residents are eligible for consideration.
What is the award value?
BEOG grants range between $200 and $1800 per academic year, although
they rarely exceed $988 at HOC. Awards for eligible students attending
on only a half-time or three-guarter time basis are prorated accordingly.
How are awards determined
.
The student submits to the HOC Financial Aid Office all copies of
the Student Eligibility Report (SER) which he receives in response to his
1980-81 BEOG application. The College can then calculate the dollar
amount of the BEOG once the student's costs and enrollment status are de-
termined.
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How do I apply ?
To apply for a BEOG, most students should complete a 1980-81 Mass-
achusetts Financial Aid Form, (MFAF) or, if not a State Scholarship ap-
plicant, the standard Financial Aid Form.(FAF) as directed. A separate
BEOG application can be used by those not applying for other aid. Also
a BEOG "Supplemental Form" can be filed by those applicants who are eli-
gible and want to have their BEOG awards based upon 1980 income rather
than 1979 income. The processing agent will send you a Student Eligibility
Report (SER), which you should then submit to the HCC Financial Aid Of-
fice.
Supplemental Educational Opportunity Grant (SEOG).
Funding source
.
U.S. Government.
Who is eligible?
Undergraduate students who have "exceptional" financial need and
are enrolled on at least a half-time basis (six or more semester hours
per term). Only U.S. citizens and other permanent residents are eligible
for consideration.
What is the award value?
SEOG grants range from $200 to $1 ,500 per academic year, but may not
exceed $4,000 for a normal four year course of study. To be selected for
an SEOG, you must be awarded at least an egual amount of other financial
aid from an eligible matching source(s).
How are awards determined?
Financial aid is awarded to eligible students in order of need and
date of complete application (although all who complete reguirements by
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March 1, 1980 will receive the same priority).
In determining eligibility for college-based grant aid (except
faculty scholarships) we consider only a student with "exceptional finan-
cial need", which generally means that he and his family cannot afford at
least half the budgeted expenses or the student would not otherwise be
able to attend. Usually such grant aid will not be awarded to students
demonstrating need of less than $1,200.
In awarding college-based grant aid to independent students, we
use a modified version of "equity packaging" suggested by the "National
Task Force on Student Aid Problems." If an eligible student's non-self-
help resources, including other grant aid and benefits, are less than
$2,500 per year (6/1/80-5/31/81), we will try to bring him up to at least
that common level in awarding grant aid, if regulations and the available
funds allow. In determining the amount of non-self-help available to a
student, we will normally assume that he will receive amounts from BEOG
and Massachusetts State Scholarship equal to the amount for which he would
financially qualify as a full-time student. Private scholarships and
grants will be treated as at least half self-help, so that the college-
based grant offers will normally be reduced by no more than half the pri-
vate grant.
In very few cased is college-based grant aid awarded to dependent
students, since the neediest of such students are expected to qualify for
$1,288 from Basic Grants and State Scholarships combined.
Self-help aid awards (work-study jobs and loans) are generally made
according to a student's preferences for a job, or a loan or a smaller
portion of each.
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College officials responsible for determining aid awards reserve the
right to use their professional judgement and may deviate in some cases
from strict application of the formulas described above.
How do I apply?
1. HCC "Application for Financial Aid, 1980-81", along with HCC
"Independent Student Supplement" (ISS), including notarized parental
certification, for all students applying as "independent" who were born
after December 31, 1955.
2. 1980-81 Massachusetts Financial Aid Form (MFAF) or Financial Aid
Form (FAF), as appropriate, to be submitted through the College Scholar-
ship Service (CSS) as directed. The applicant should be sure to list HCC
(CSS Code #3437) as a recipient and complete the "Supplement" on the
back side of the form. All "dependent" students, as well as all aid ap-
plicants for Nursing Scholarships or Nursing Student Loans, must see that
the parental date section is fully completed (unless they receive a waiver
of this requirement from the Financial Aid Office). All applicants should
submit the MFAF or FAF to the College Scholarship Service (CSS) on or be-
fore March 1, 1980, or as soon as possible thereafter.
3. Basic Educational Opportunity Grant (BEOG) 1980-81 Student
Eligibility Report (SER) which is returned to the student approximately
4-6 weeks after he/she applies for a Basic Grant. This SER should be
submitted to the College even if it says the student is not eligible.
4. 1979 Federal Income Tax Return(s), attached to a properly com-
leted copy of the HCC "Submission Form for Federal Income Tax Return."
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We always want Submission Fo™(s) and tax return(s) from student and
spouse. For "dependent" students, we also want a Submission Form and tax
return from parents. If a tax return has not been filed {or will not
be filed) a notarized statement of explanation must be provided, usually
on the back side of a Submission Form. If any non-taxable income is re-
ceived, suitable documentation may be required.
5. Financial Aid Transcripts, which should be obtained from the HCC
Financial Aid Office, must be sent to any other colleges (or other post-
secondary educational institutions) which you may have attended, whether
or not you received aid. Such schools must complete the transcript
showing what student aid, if any, you received. It is your responsi-
bility to see that we receive the certified financial aid transcript
from the school (s).
Nursing Scholarship (NS) .
Funding source
.
U. S. Government.
Who is eligible?
Students who have exceptional financial need and are enrolled on at
least a half-time basis in our A.D. Nursing Program. Only U.S. citizens
and other permanent residents are eligible for consideration.
What is the award value ?
Awards may range up to $2,000 per academic year, depending upon need
and the availability of funds. The program may be phased out or termin-
ated abruptly.
How are awards determined?
See "How are awards determined?" in SEOG section.
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How do I apply ?
See "How do I apply?" in Supplemental Educational Opportunity
Grant (SEOG) section.
Student- Faculty Cooperative Center (SFCC)
.
Funding source .
Commonwealth of Massachusetts.
Who is eligible?
Massachusetts residents who have significant financial need.
Special provisions of regulations governing SFCC assistance allow for
flexibility in assessing need and determining eligibility.
What is the award value?
Awards are limited to the actual direct educational costs, such as
tuition, fees, books and supplies. Recipients of SFCC aid are offered
other supportive services, such as counseling, group discussions, out-
reach and tutorial assistance.
It is recommended that interested students make an appointment to
discuss their need with someone from our Special Services staff.
How are awards determined?
See "How are awards determined?" in Supplemental Educational Op-
portunity Grant (SEOG) section.
How do I apply?
See "How do I apply?" in Supplemental Educational Opportunity
(SEOG) section.
chapter II
LOANS
National Direct Student Loan (NDSL)
Funding source
.
U.S. Government (90%) and Holyoke Community College (10%).
Who is eligible?
All students enrolling for at least six semester hours per term
who have financial need. Only U.S.
-citizens and other permanent resi-
dents may apply.
Sample repayment schedules are available upon request.
What is the award value?
Depending upon sufficient need, a student may borrow up to a cumu-
lative maximum of $2,500, while a student in a two year school. The
loan is interest-free until nine months after you cease to be at least a
half-time student, when 3% simple interest starts to be charged on the
unpaid balance. Repayments may be spread out over a period as long as
ten years after interest begins. Payments may be deferred for up to
three additional years while a borrower is serving in the armed forces.
Peace Corps or Vista. Teaching and military service under certain
special conditions qualify the borrower for cancellation of up to
100% of the loan.
How are awards determined?
See "How are awards determined?" in Chapter I, Supplemental Educa-
tional Opportunity (SEOG) section.
How do I apply ?
See "How do I apply?" in Chapter I, SEOG section.
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Nursing Student Loan (NSI K
Funding source .
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U.s. Government (90%) and Holyoke Community College (10%).
Who is eligible ?
Needy students enrolled on at least a half-time basis in our A.D.
Nursing Program. Only U.S. citizens and other permanent residents are
eligible for consideration.
Sample repayment schedules are available upon request.
What is the award value?
Loans may range up to $2,500 per academic year, depending upon
need and the availability of funds. Simple interest of 3% per year begins
after the expiration of a nine-month grace period during which the borrower
IS not at least a half-time nursing student in an acceptable program. Re-
payments may be spread over a period of up to ten years.
Interest-free deferment is also available for up to three years,
while the borrower is a member of a Uniformed Service, and/or up to three
years as a Peace Corps volunteer, and/or up to five years for certain,
full-time advanced professional training in nursing. Cancellation benefits
previously available were dropped for loans made after September 28, 1979.
The program may be phased out or terminated abruptly.
How are awards determined?
See "How are awards determined?" in Chapter I, Supplemental Educa-
tional Opportunity (SOEG) section.
How do I apply?
See "How do I apply?" in Chapter I, Supplemental Educational Op-
portunity (SEOG) section.
guaranteed Student Loan fRSi ^
Funding source .
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Commercial Lenders and U.S. Government.
Who is eligible ?
All students enrolled for at least six semester hours per term,
who are U.S. citizens or permanent residents.
In Massachusetts, students entering school after the fall term
may have trouble obtaining a loan unless they enroll on a full-time
basis.
Sample repayment schedules are available upon request.
What is the award value?
The maximum you may borrow is $2,500 per year, although many par-
ticipating lenders limit students to smaller amounts, especially if not
full-time.
A simple interest of 7% per year is charged, starting nine months
after you cease to be enrolled on at least a half-time basis.
The loan must be repaid. Payments begin between nine and twelve
months after you cease to be at least a half-time student. You may be
allowed up to ten years to pay it off, but minimum repayment provisions
usually reguire you to pay at least $360 per year.
You do not have to make payments for up to three years while you
serve in the Armed Forces, Peace Corps or Vista or for up to one year
while you are actively seeking but not finding full-time employment, or
for any period during which you are pursuing a rehabilitation training
program for disabled individuals approved by the U.S. Commissioner of
Education. Appropriate forms must be filed for all deferments.
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How are awards determined?
Within the limits specified by law, the participating comnercial
lender makes the final decision on the amount it is willing to lend.
All Students can qualify for Federal interest benefits, (whereby the
government pays the interest up until nine months after the borrower
ceases to be at least a half-time student and during other periods of
deferment)
.
How do I apply ?
Pick up applications from a participating bank, credit union or
other commercial lender. In Massachusetts, the loans are made through
the Higher Education Loan Plan and therefore they are referred to as
H.E.L.P. loans.
The student completes his section of the application form, after
which he or the lending institution forwards the form to the College
for completion of its section, in which enrollment, costs and other as-
pects of eligibility are verified.
Please note that the College requires a student to have paid the re-
quired advance payment on tuition and to be programmed for courses before
it can process the application.
In order to find a willing lender, you may have to approach several
banks. If you have trouble getting a loan that you need, please contact
the Financial Aid Office for possible help.
CHAPTER III
JOBS
College Work-Study (CWS) .
Funding source
.
U.S. Government (80%) and Holyoke Community College (20%).
Who is eligible?
All students taking at least six semester hours per term who have
sufficient financial need. Only U.S. citizens and other permanent
residents are eligible to apply.
What is the award value?
The College Work-Study Program provides jobs for needy students.
Work assignments can range up to 40 hours per week, but normally do not
exceed 20 during terms. Wages are expected to start at $3.10 per hour.
How are awards determined?
See "How are awards determined?" in Chapter I, Supplemental Educa-
tional Opportunity Grant (SEOG) section.
How do I apply ?
See "How do I apply?" in Chapter I, Supplemental Educational Op-
portunity Grant (SEOG) section.
Students employed for SFCC Work-Study should also seek a special
interview with our Special Services staff.
Students employed on the HCC Work-Study Program do not necessarily
have to demonstrate financial need, but all interested students are asked
to apply for aid. If you seek a waiver of this reguirement, contact
the Financial Aid Office.
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SFCC Work-Study
.
Funding source .
Commonwealth of Massachusetts.
Who is eligible?
See Who is eligible?" in Student- Faculty Cooperative Center (SFCC)
section in Chapter I.
What is the award value?
Jobs will generally be limited to 10 to 20 hours per week, with a
wage rate expected to start at $3.10 per hour.
How are awards determined?
See "How are awards determined?" in Chapter I, Supplemental Educa-
tional Opportunity Grant (SEOG) section.
How do I apply?
See "How do I apply?" in Chapter III, College Work-Study (CWS)
section.
HCC Work-Study
.
Funding source
.
Holyoke Community College.
Who is eligible?
All students enrolled for at least six semester hours per term.
What is the award value?
Jobs will usually be for 10 to 20 hours per week at an expected
wage rate starting at $3.10 per hour.
How are awards determined?
Students are selected on the basis of need, and/or skills, and/or
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availability and dependability.
How do I apply?
See "How do I apply?" in Chapter III, College Work-Study (CWS)
section.
Adapted from Student Financial Aid at Holyoke Community College, 1980-81 .
Holyoke Community College Brochure, 1980.
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APPENDIX D
SCALES AND SUBSCALES FOR THE EPPS, POI, AND SCI I
TABLE 16
POI RATIO AND PROFILE SUBSCALES
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Number Scale
of Items Number Symbol Description
I. RATIO SCORES
^ Ti/Tc TIME RATIO
Time Incompetence/Time Competence - measure
degree to which one is "present" oriented.
3/4 O/I SUPPORT RATIO
Other/Inner - measures whether reactivity
orientation is basically toward other or
self.
II. SUB-SCALES
26
32
23
18
16
26
16
5 SAV
6 EX
7 FR
8 S
9 SR
10 SA
1 1 Nc
SELF-ACTUALIZING VALUE
Measures affirmation of primary values of
self-actualizing persons.
EXISTENTIALITY
Measures ability to situationally or exis-
tentially react without rigid adherence to
principles.
FEELING REACTIVITY
Measures sensitivity of responsiveness to
one's own needs and feelings.
SPONTANEITY
Measures freedom to react spontaneously or
to be oneself.
SELF-REGARD
Measures affirmation of self because of worth
or strength.
SELF ACCEPTANCE
Measures affirmation or acceptance of self
in spite of weaknesses or deficiences.
NATURE OF MAN
Measures degree of the constructive view of
the nature of man, masculinity, feminity.
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Number
of Items
9
25
28
Shostrom,
Diego
1975
Scale
Number Symbol Description
12 Sy SYNERGY
Measures ability to be synergistic, to
transcent dichotomies.
1^ A ACCEPTANCE OF AGGRESSION
Measures ability to accept one's natural
aggressiveness as opposed to defensiveness,
denial, and repression of aggression.
1^ C CAPACITY FOR INTIMATE CONTACT
Measures ability to develop contactful in-
timate relationships with other human be-
ings, unencumbered by expectations and ob-
1 igations.
.L. Manual for the Personal Orientation Inventory . San
Cal ifornia: Educational and Industrial Testing Service,
TABLE 17
THE NEEDS ASSOCIATED WITH THE 15 SCALES OF THE EPPS
ach Achievement: To do one's best, to be successful to accomnli^htasks requiring skill and effort, to-be a recognized authority t^accomplish something of great significance, to do a difficul /job
^2 solve difficult problems and puzzles, to be able to dothings better than others, to write a great novel or play.
def Deference: To get suggestions from others, to find out what
others think, to follow instructions and do what is expected, topraise others, to tell others that they have done a good job, to
accept the leadership of others, to read about great men, to con-form to custom and avoid the unconventional, to let others makedecisions.
ord Order: To have written work neat and organized, to make plans
efore starting on a difficult task, to have things organized, to
eep things neat and orderly, to make advance plans when taking a
trip, to organize details or work, to keep letters and files accord-
ing to some system, to have meals organized and a definite time for
eating, to have things arranged so that they run smoothly without
change.
exh Exhibition: To say witty and clever things, to tell amusing jokes
and stories, to talk about personal adventures and experiences, to
have others notice and comment upon one's appearance, to say thingsjust to see what effect it will have on others, to talk about per-
sonal
aut Autonomy: To be able to come and go as desired, to say what one
thinks about things, to be independent of others in making decisions,
to feel free to do what one wants, to do things that are unconven-
tional, to avoid situations where one is expected to conform to do
things without regard to what others may think, to criticize those
in positions of authority, to avoid responsibilities and obligations.
aff Affiliation: To be loyal to friends, to participate in friendly
groups, to do things for friends, to form new friendships, to make as
many friends as possible, to share things with friends, to do things
with friends rather than alone, to form strong attachments, to write
letters to friends.
int Intraception: To analyze one's motives and feelings, to observe
others, to understand how others feel about problems, to put one's
self in another's place, to judge people by why they do things rather
than by what they do, to analyze the behavior of others, to analyze
the motives of others, to predict how others will act.
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To have others provide help when in trouble, toseek encouragement from others, to have others be kindly, to haveothers be sympathetic and understanding about personal problems toreceive a great deal of affection from others,Thave ^herr^i
other^
helped by others when depressed, to have
o^e is hurt/°''''^
^
9.
dom Dominance: To argue for one's point of view, to be a leader ingroups to which one belongs, to be regarded by others as a leader
to be elected or appointed chairman of committees, to make groupdecisions, to settle arguments and disputes between others, to per-
suade and influence others to do what one wants, to supervise anddirect the actions of others, to tell others how to do their jobs.
10.
aba Abasement: To feel guilty when one does something wrong, to ac-
cept blame when things do not go right, to feel that personal pain
and misery suffered does more good than hami, to feel the need for
punishment for wrong doing, to feel better when giving in and avoid-
ing a fight than when having one's own way, to feel the need for
confession of errors, to feel depressed by inability to handle
situations, to feel timid in the presence of superiors, to feel in-
ferior to others in most respects.
11.
nur Nurturance: To help friends when they are in trouble, to assist
others less fortunate, to treat others with kindness and sympathy,
to forgive others, to do small favors for others, to be generous
with others, to sympathize with others who are hurt or sick, to show
a great deal of affection toward others, to have others confide in
one about personal problems.
12.
chg Change: To do new and different things, to travel, to meet new
people, to experience novelty and change in daily routine, to exper-
iment and try new things, to eat in new and different places, to try
new and different jobs, to move about the country and live in dif-
ferent places, to participate in new fads and fashions.
13.
end Endurance: To keep at a job until it is finished, to complete
any job undertaken, to work hard at a task, to keep at a puzzle or
problem until it is solved, to work at a single job before taking on
others, to stay up late working in order to get a job done, to put
in long hours of work without distraction, to stick at a problem
even though it may seem as if no progress is being made, to avoid
being interrupted while at work.
14.
het Heterosexual tiy: To go out with members of the opposite sex, to
engage in social activities with the opposite sex, to be in love with
someone of the opposite sex, to kiss those of the opposite sex, to be
regarded as physically attractive by those of the opposite sex, to
231
participate in discussions about sex,
ing sex, to listen to or to tell jokes
ually excited.
to read books and plays involv-
involving sex, to become sex-
15.
I!'
1° attack contrary points of view, to tell others
one thinks about them, to criticize others publicly, to makefun of others, to tell others off when disagreeing with them, toget revenge for insults, to become angry, to blame others when
things go wrong, to read newspaper account of violance.
Edwards, A.L. Manual for the Edwards Personal Preference Schedule.
New York: The Psychological Corporation, 1959.
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TABLE 18
THE GENERAL OCCUPATIONAL
SCALES, AND SPECIAL
THEMES, BASIC INTEREST
SCALES FOR THE SCI
I
The six general occupational themes .
Psychological research has shown that people can be described ina general way if we relate them to six overall occupational-interestthemes. Your scores for these six themes have been calculated from the
thP^rL^®^ questions in the test booklet. The range ofese scores is roughly from 30 to 70, with the average person Coring50. If your score on a given theme is considerably above average, say
characteristics of that theme; if your scoreIS low, say below 40, you share very few; and if your score is close tothe average, you share some characteristics but not many
Men and women score somewhat differently on some of
and this is taken into account by the printed statement
this statement, which might be, for example, "This is a
score" is based on a comparison between your scores and
score for your sex. Thus, you can compare your score ei
scores of a combined male-female sample, by noting your
or with the scores of only the members of your own sex,
phrasing of the printed comment.
these themes,
for each score;
MODERATELY HIGH
the average
ther with the
numerical score,
by noting the
Following are descriptions of the "pure," or extreme, types for
the six General Occupational Themes. These descriptions are, most
emphatically, only generalizations; none will fit any one person ex-
actly, and in fact, most people's interests combine all six themes to
some degree or other.
R-Theme.
Extreme examples here are rugged, robust, practical, physically
strong, and frequently aggressive in outlook; such people usually have
good physical skills, but sometimes have trouble expressing themselves
in words or in communicating their feelings to others. They like to
work outdoors, and they like to work with tools, especially large, power-
ful machines. They prefer to deal with things rather than with ideas
or with people. They generally have conventional political and econ-
omic opinions, and are usually cool to radical new ideas. They enjoy
creating things with their hands and prefer occupations such as mechanic,
construction work, fish and wildlife management, laboratory technician,
some engineering specialties, some military jobs, agriculture, or the
skilled trades. Although no single word can capture the broad meaning
of the entire theme, the word REALISTIC has been used to characterize
this pattern, thus the term R-THEME.
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I-Theme.
This theme tends to center around science and scientific activ-ities. Extremes of this type are task-oriented; they are not particu-larly interested in working around other people. They enjoy solving
abstract problems and have a great need to understand the physical
world. They prefer to think through problems rather than act them
out. Such people enjoy ambiguous challenges and do not like highly
structured situations with many rules. They frequently have uncon-
ventional values and attitudes and tend to be original and creative,
especially in scientific areas. They prefer occupations such as design
engineer, biologist, social scientist, research laboratory worker,
physicist, technical writer, or meteorologist. The work INVESTIGATIVE
IS used to summarize this pattern, thus I-THEME.
A-Theme.
The extreme type here is artistically oriented, and likes to work
in artistic settings where there are many opportunities for self-ex-
pression. Such people have little interest in problems that are highly
structured or require gross physical strength, preferring those that
can be dealt with through self-expression in artistic media. They re-
semble I-THEME types in preferring to work alone, but have a greater
need for individualistic expression, are usually less assertive about
their own opinions and capabilities, and are more sensitive and emo-
tional. They score higher on measures of originality then any of the
other types. They describe themselves as independent, original, un-
conventional, expressive, and tense. Vocational choices include
artist, author, cartoonist, composer, singer, dramatic coach, poet,
actor or actress, and symphony conductor. This is the ARTISTIC theme,
or A-THEME.
S-Theme
.
The pure types here are sociable, responsible, humanistic, and con-
cerned with the welfare of others. They usually express themselves well
and get along well with others; they like attention and seek situations
allowing them to be at or near the center of the group. They prefer to
solve problems by discussions with others, or by arranging or rearrang-
ing relationships between others; they have little interest in situations
requiring physical exertion or working with machinery. Such people de-
scribe themselves as cheerful, popular, achieving, and good leaders.
They prefer occupations such as school superindendent, clinical psy-
chologist, high school teacher, marriage counselor, playground director,
speech therapist, or vocational counselor. This is the SOCIAL theme,
or S-THEME.
E-Theme
.
The extreme types here have a great facility with words, which
they put to effective use in selling, dominating, and leading; fre-
quently they are in sales work. They see themselves as energetic,
enthusiastic, adventurous, self-confident, and dominant, and they
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prefer social tasks where they can assume leadership. They eniovpersuading others to their viewpoints. They are impatient withprecise work or work involving long periods of intellectual effortThey like power, status, and material wealth, and enjoy working in’
expensive settings. Vocational preferences include business execu-
tive, buyer, hotel manager, industrial relations consultant, political
campaigner, realtor, many kinds of sales work, sports promoter, and
television producer. The word ENTERPRISING summarizes this pattern
of interests, thus E-THEME.
C-Theme.
Extremes of this type prefer the highly ordered activities, both
verbal and numerical, that characterize office work. They fit well
into large organizations but do not seek leadership; they respond to
power and are comfortable working in a well-established chain of com-
mand.^ They dislike ambiguous situations, preferring to know precisely
what is expected of them. Such people describe themselves as con-
ventional, stable, well -control led, and dependable. They have little
interest in problems requiring physical skills or intense relationships
with others, and are most effective at well-defined tasks. Like the
E-THEME type, they value material possessions and status. Vocational
preferences are mostly within the business world, and include bank
examiner, bank teller, bookkeeper, some accounting jobs, financial
analyst, computer operator, inventory controller, tax expert, statis-
tician, and traffic manager. Although, again, one word cannot adequate-
ly represent the entire theme, the word CONVENTIONAL more or less
summarizes the pattern, hence C-THEME.
These six themes can be arranged in a hexagon, as shown below,
in such a way that themes falling next to each other (ENTERPRISING
and SOCIAL, for example) are the most similar to each other, whereas
those directly across the hexagon from each other (REALISTIC and SOCIAL,
for example) are the most dissimilar.
Few people are "pure" types, scoring high on one theme and low on
all the others. Most score high on two, or even three, which means
they share some characteristics with each of these; for their career
planning, such people should look for an occupational setting that cuts
across the patterns.
A few people score low on all six themes; this probably means they
have no consistent occupational orientation and would likely be equally
comfortable in any of several working environments. But many people,
especially young people, score in this manner simply because they
haven't had the opportunity to become familiar with a variety of oc-
cupational activities.
The Basic Interest Seal es
.
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intermediate between the GeneralOccupational Themes and the Occupational Scales. Each is concernedwith one specific area of activity, an area thii might part^all^characterize a General Theme and at the same time L c™nn In
number of occupations. The 23 scales are arranged on the profile in
aneworo!! nf^i! shows how Consistently youanswered Like to the activities in that area. If, for example ^vouconsistently answered "Like" to such items as Making a spee?r Ex-gressing judgements publicly, and Be a TV annoUiTc'er theK v™, v,TTr n..,.
a high score on the PUBLIC SPEAKING scale and you will proLbly have
Irlw "ni V? E-THEME. If you consistently ans-
sppaviwr’^ ’i^
'•^®®®.]Eems, you will have a low score on the PUBLICSPEAKING scale and you will probably have a low score on the E-THEME.
On these scales, the average adult scores about 50, with mostpeople scoring between 30 and 70. If your score for a given scale is
substantially higher than that, say about 60, then you have shown more
consistent preferences for that kind of activity than the average
adult does, and you should look upon that area of activity as an im-
portant focus of your interests. The opposite is true for low scores.
You might find that your scores on some of the Basic Interest
Scales appear to be inconsistent with scores on the corresponding Oc-
cupational Scales. This can happen
- you might, for example, score
high on the MATHEMATICS scale and low on the MATHEMATICIAN scale.
Scores of this sort are not errors; they are in fact a useful finding.
What they usually mean is that although you have a great liking for
the subject matter of an occupation (say, mathematics), you share
with people in that occupation (mathematicians) very few of their
other likes or dislikes, and you would probably not enjoy the day-to-
day life of their working world.
The special scales
.
The AOR (Academic Orientation) scale contains items that dis-
criminate between students who do well in academic settings and those
who do not, and as such can be considered an "Occupational Scale" for
"college students." Students graduating with a B.A. from a liberal
arts college average about 50, M.A.'s about 55, Ph.D.'s about 60.
Most students gain about 10 points on this scale over their 4 years
of college; thus, the scores of freshmen should be judged with that
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in mind. The item content is heavily oriented toward science and
blue-collar activities
On the IE (Introversion-Extroversion) scale, high scores (60 and
above) indicate introversion and low scores (40 and below), extro-
version. The item content is concerned almost entirely with working
with people in social service, educational, entertainment, or busi-
ness settings.
Males and females score about the same, on both scales.
SVIB-SCII Profile . Minneapolis, Minnesota; National Computer Sys-
tems, Inc., 1981.
APPENDIX E
PSYCHOLOGICAL CONSULTATION REPORTS
Psychological Consultation Report:
Profile Number 1
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Peer Counselor #1
Age: 22
Grade Level
:
Freshman
Curriculum: Nursing
Quality Point Average: 3.65
Sex: Female
Marital Status: Single
Date of Examination: September 1980
Date of Report: December 1980
Statement of purpose.
Peer Counselor #1 asked to become part of the peer counseling pro-
ject in May 1980, and agreed to undergo screening procedures for that
program at a later date. She said that her primary goal as a peer coun-
selor would be to improve her communication skills.
Background information
.
Peer Counselor #1 grew up in Chicopee, Massachusetts and is the
second born child in a family consisting of three sisters and one bro-
ther. Father is 51 years old, has an 8th grade education, and works as
a chef at a local restaurant. She described him as a quiet and easy-
going man. Mother is 51 years old, graduated from high school, and is
a housewife. Mother was described as an easy-going and very friendly
person.
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The parents and all their children have never been involved in psy-
chological services of any kind. In addition, all of the children are
unmarried and living at home. The oldest works as a waitress and the
others are in school.
Peer Counselor #1 graduated from high school in 1976 and worked as
a waitress for several years before completing her training as a licensed
practical nurse. She then entered the College School of Nursing in 1980.
Peer Counselor #1 is a private and shy person who said that asser-
tiveness is her single biggest problem. She seemed reluctant to talk
about herself, but was cooperative. She described herself as an optimis-
tic and independent person. Yet, I suspect that she is very dependent
on her family and boyfriends. She has experienced only two romantic re-
lationships beginning at age 16, and continuous to this date. She is
pleasant, soft-spoken, and somewhat immature.
Tests administered :
Edwards Personal Preference Schedule (EPPS)
Personal Orientation Inventory (POI)
Strong-Campbell Interest Inventory (SCI I)
Test results :
Edwards Personal Preference Schedule (EPPS).
Table 19 is a listing of the raw scores and corresponding percent-
iles for the different EPPS variables. Figure 3 is a graph of the EPPS
variables as a function of the percentiles that are based on norms taken
from a college student sample of 749 women. Peer Counselor #rs highest
percentile scores are in the areas of Autonomy (97%), Intraception (90%),
and Change (90%). Autonomy reflects an ability to be independent of
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TABLE 19
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #1
EPPS VARIABLES RAW SCORE PERCENTILES
(Based on a college stu-
dent sample of 749 women)
ACH 15 72
DEF 13 62
ORD 8 37
EXH 14 52
AUT 20 97
AFF 10 4
I NT 23 90
sue 4 3
DOM 16 67
ABA 14 45
NUR 16 50
CHG 23 90
END 17 80
HET 8 15
AGG 9 44
CON 11 43
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FIGURE 3
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR PEER COUNSELOR #1
EPPS VARIABLES
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others without regard for what they may think. Intraception might indi-
cate a need to intellectualize the self and others; the Change scale is
indicative of a need to experience variety of activities, people and things.
The lowest percentile scores occurred in the areas of Succorance (3%),
Affiliation («), and Heterosexuality (15%). Succorance reflects a need to
be accepted and praised by others. Affiliation might indicate a need to
form strong social attachments, and Heterosexuality indicates an interest
in relationships with the opposite sex.
Generally, the EPPS profiles Peer Counselor #1 as a very independent
person who has little need to be praised or accepted by others. She has
little need for social attachments, particularly to men, and tends to in-
tellectualize herself and others. She strives toward variety in activi-
ties, places, people and things.
Personal Orientation Inventory (POI) .
Table 20 is a listing of the raw scores, corresponding percentiles
and standard scores for the different POI variables. Percentile scores
are based on data from 2,607 entering college freshmen at Western and
Midwestern liberal arts colleges. The Time Competent Ratio (Tj/T^.) is
somewhat similar to scores by self-actualized persons and indicates a
person who is living primarily in the present with a high level of
awareness, contact, and reactivity to her world. The O/I Ratio is also
similar to scores by self-actualized persons and indicates a person who
depends primarily on his own feelings and only secondarily on the feel-
ings of others in making life decisions.
Figure 4 is a graph of the standard scores as a function of the
different POI variables. In general, standard scores that range from
50 to 60 are most characteristic of self-actualizing adults. Peer
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TABLE 20
POI RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR PEER COUNSELOR #1
POJ_ VARIABLES RAW SCORES STANDARD SCORES PERCENTILES (Based on
^^607 entering college
freshmen)
^l/^c 1:6.33 - -
0/1 1:3.63 -
-
SAV 24 62 99
EX 24 54 97
FR 20 62 99
S 14 58 99
SR 15 62 98
SA 18 52 93
NC 11 42 46
SY 8 55 95
A 19 57 94
C 22 58 99
STANDARD
SCORES
FIGURE 4
THE GRAPH OF POI VARIABLES AS A FUNCTION
STANDARD SCORES FOR PEER COUNSELOR #1
OF
30-
20-
10-
^ ^ Ex FR S SR SA m SY A C"
POI VARIABLES
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Counselor #1'$ profile scores indicate characteristics that are similar
to self-actualized people. Her profile indicates a high level of self-
worth (98%) and self-acceptance (93%), in addition to a strong sensi-
tivity to her own needs and feelings (99%). She accepts her feelings of
anger and aggression (94%), holds the values of self-actualized people
(99%), and is flexible in the application of these values (97%). She
freely expresses feelings behavioral ly (99%), has a great capacity for
intimate contact (99%), and maintains a synergy for life (95%). One
area of improvement might be her somewhat pessimistic view of mankind
(46%).
Strong-Campbell Interest Inventory (SCII) .
Table 21 is a listing of the standard scores for several dif-
ferent scales of the SCII for Peer Counselor #1. The range of scores
for these different scales of the SCII is roughly from 30 to 70, with
the average person scoring 50. If a score on a given scale is con-
siderably above average, say 60, then you share many of the interests
or characteristics for that scale; and if your score is low, say below
40, you share very few characteristics or interests for that scale.
1. General Occupational Themes :
The highest standard scores occurred for the S-Theme (70) and the
I-Theme (65). The S-Theme (Social Theme) score indicates a high degree
of relationship with people who are sociable, responsible, humanistic,
and concerned with the welfare of others. Such persons prefer occupa-
tions of counseling, psychology, and teaching. The I-Theme (Investi-
gative Theme) score indicates a high degree of relationship with people
who enjoy solving abstract problems and have a great need to understand
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TABLE 21
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES, AND SPECIAL SCALES
OF THE sen FOR PEER COUNSELOR #1
BASIC
INTEREST
SCALES
GENERAL
STANDARD OCCUPATIONAL STANDARD SPECIAL STANDARD
i^Q^ES themes scores scales scores
Agriculture 43
Nature 51
Adventure 65
Military Activities 52
Mechanical Activities 56
Science 65
Mathematics - 63
Medical Science 66
Medical Service 71
Music/Dramatics 59
Art 58
Wri ti ng 60
Teaching 64
Social Service 69
Athletics 57
Domestic Arts 36
Religious Activities 60
Public Speaking 65
Law/Politics 62
Merchandising 56
Sales 55
Business Management 49
Office Practices 48
R
I
A
S
E
C
52
65
53
70
55
56
AOR 70
IE 33
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the physical world. Such persons prefer occupations such as being a
design engineer, social scientist, research laboratory worker, etc..
The lowest standard scores occurred for the R-Theme (52), the
A-Theme (53), the E-Theme, and the C-Theme (56). Peer Counselor #1
appears to share some characteristics with people orientated toward
working outdoors, independence, self-expression, status, and material
possessions.
This segment generally indicates a strong relationship with people
who are responsible, sociable, humanistic, and problem-solving. It
appears that Peer Counselor #rs interest in counseling and psychological
work is supported by her strong relationship with problem-solving and
scientific people.
2. Basic Interest Scales :
The highest standard scores indicate a preference for medical ser-
vice (71), social service (69), medical science (66), science (65),
public speaking (65), adventure (65), and teaching (64). Generally,
these interest scales correspond to the I and S Themes. Peer Counselor
#1 also indicates average interest in scales corresponding to the R,A,
E, and C Themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (33) indicates extro-
version. A tendency in this direction is characteristic of people work-
ing in social service and helping professions. The AOR (Academic
Orientation) score (70) is very high relative to Ph.D.'s (60). This
scale contains items that discriminate between students who do well in
academic settings and those who do not. It should be pointed out that
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the item content is heavily oriented toward science and the arts (pos-
itively weighted). Peer Counselor #l's great interest in science (Oc-
cupational Themes) probably contributed to her high AOR score.
Test integration
.
Peer Counselor #l's percentile scores indicate independence (EPPS),
great self worth (POI), and a strong capacity for intimate contact (POI).
These needs and characteristics are compatible with her high degree of
relationship with people in counseling, psychology, etc. (SCII). She is
a person with a great sensitivity to her own feelings (POI), having the
ability to freely express her feelings behavioral ly (POI). Perhaps social
service occupations (S-Theme) would be a way for her to help others, and
also a way for her to gain a forum for self awareness and expression of
feel ings.
Peer Counselor #1 has the potential for becoming a successful helper
in the human services area. She lives primarily in the present with a
high level of reactivity, awareness, and contact with her world (POI),
and seems to rely primarily on her feelings in dealing with others (POI).
Her high interest in science and problem solving (SCII) will probably be
an asset in a human services career. Also, her IE and AOR scores sup-
port the idea that she would successfully complete the academic training
for such careers.
Summary and recommendations :
Peer Counselor #1 is a licensed LPN (Practical Nurse) and is cur-
rently enrolled in the College Nursing program. Her occupational pursuits
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are consistent with her high scores on the S and I-Themes (SCII). Also,
the peer counselor role is compatible with these same Themes. On paper,
the needs, characteristics, and interests of Peer Counselor #1 are in-
dicative of a high functioning person who would probably be an exception-
al peer counselor. Yet, I found her to be somewhat lazy and immature.
I think she was capable of much more. Therefore, I think the motivation
of prospective peer counselors should be assessed in more detail. Per-
haps a self report, a more detailed interview, and role playing might
have provided the needed information.
Psychological Consultation Report:
Profile Number 2
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Peer Counselor #2
Age: 45
Grade Level
:
Freshman
Curriculum: Continuing Education
Quality Point Average: 4.0
Sex: Female
Marital Status: Married
Date of Examination: September 1980
Date of Report: December 1980
Statement of Purpose .
Peer Counselor #2 asked to become part of the peer counseling pro-
ject during the summer 1980, and agreed to undergo screening procedures
for that program at a later date. She said that this program was her
chance to acquire new skills and gain experiences in the area of human
services.
Background information .
Peer Counselor #2 grew up in Massachusetts and is the second born
child in a family consisting of two sisters and two brothers. Father died
of Parkinson Disease at the age of 67, in 1976. He was a graduate of high
school and worked as a carpenter until he retired. He was described as
an understanding man who was always there when you needed him. Mother is
69 years old, has an 8th grade education, and worked as a domestic house-
keeper. She is described as a domineering woman.
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The parents and all their children have never been involved in psy-
chological services of any kind. Peer Counselor #2 seems very devoted
and committed to pleasing her brothers, sisters, and surviving mother.
She talked about a painful family quarrel between her younger brother and
other family members that lasted for years. The quarrel ended with the
funeral of father and Peer Counselor #2 seems determined to keep family
relationships harmonious.
Peer Counselor #2 graduated from high school and then entered nursing
school, graduating in 1955. She entered the convent for one year and was
married in 1958 (her first romantic relationship) to a career man in the
Air National Guard. They have four children, one is in ROTC at the
University of Massachusetts, another is in the Navy, a third wanted to
join the military but is hearing impaired, and a fourth plans on joining
the military when he is of age.
Peer Counselor #2 has worked at various agencies as a nurse since
1957. At present, she works at a School for the Deaf as a nurse, and is
an administrator for the Boy Scouts of America. She is a pleasant and
gentile person who might be best described as an overachiever. She said
that her greatest problem is poor self-image, but her personality and job
performance is exceptional. Responsible, hard working, bright, etc., are
only some of the words that describe her.
Tests administered .
Edwards Personal Preference Schedule (EPPS)
Personal Orientation Inventory (POI)
Strong-Campbell Interest Inventory (SCII)
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Test results .
Edwards Personal Preference Schedule (EPPS).
Table 22 is a listing of the raw scores and corresponding percen-
tiles for the different EPPS variables. ' Figure 5 is a graph of the EPPS
variables as a function of percentiles that are based on norms taken from
a college student sample of 749 women. Peer Counselor #2's highest per-
centile scores are in the areas of Autonomy (99+%), Order (94%), and En-
durance (90%). Autonomy reflects an ability to be independent of others
without regard for what they may think. Order indicates organization
and routine and Endurance suggests perseverence.
The lowest percentile scores occurred in the areas of Intraception
(5%), Deference (9%), Change (13%), and Exhibition (15%). Intraception
indicates a need to intel lectualize the self and others. Change reflects
a need to experience a variety of activities, people, and things. The
Exhibition scale may reflect a need to be the center of attention, and
Deference correlates with a need to follow and conform to others.
Generally, the EPPS profiles Peer Counselor #2 as a very independent
person who has little need to conform and follow others. She doesn't
need a lot of change or to be the center of attention. She is a very
organized person having the capacity to stay with a job to it's comple-
ti on
.
Personal Orientation Inventory (POI) .
Table 23 is a listing of the raw scores, corresponding percentiles,
and standard scores for the different POI variables. Percentile scores
are based on data from 2,607 entering college freshmen at Western and Mid-
western liberal arts colleges. The Time Competent Ratio (Tj/Tq) is
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TABLE 22
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #2
EPPS VARIABLES RAW SCORE PERCENTILES
^Based on a college stu-
dent sample of 749 women)
ACH 15 79
DEF 7 9
ORD 17 94
EXH 10 15
AUT 24 99+
AFF 16 41
I NT 9 5
sue 16 81
DOM 13 42
ABA 15 51
NUR 14 32
CHG 11 13
END 19 90
HET 10 24
AGG 14 79
CON 14 83
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FIGURE 5
THE GRAPH OF EPPS
PERCENTILES
VARIABLES AS A FUNCTION OF
FOR PEER COUNSELOR #2
EPPS VARIABLES
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TABLE 23
POI RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR PEER COUNSELOR #2
POI VARIABLES RAW SCORES STANDARD SCORES PERCENTILES(Based on
2607 entering colleg<
freshmen)
Tl/Tc 1 :6.33 - -
O/I 1:1.31 -
-
SAV 16 36 21
EX 17 41 59
FR 12 39 36
S 10 44 64
SR 8 34 9
SA 13 39 42
NC 9 32 16
SY 6 39 53
A 11 33 12
C 16 43 62
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somewhat similar (borders) to scores by self-actualized persons and indi-
cates a person who is living primarily in the present with a high level
of awareness, contact, and reactivity to her world. The O/I Ratio is
similar to scores by non-self-actualizing persons and indicates a person
who has difficulty trusting either her own feelings or the feelings of
Others in her life decisions.
Figure 6 is a graph of the standard scores as a function of the dif-
ferent POI variables. In general, standard scores that range from 50 to
60 are most characteristic of self-actualizing adults. Peer Counselor #2*s
profile scores indicate characteristics that are similar to non-self-ac-
tualizing people. Her profile indicates a low level of self worth (9%),
moderate self acceptance (42%), and a weak sensitivity to her own needs
and feelings (36%). She denies her feelings of anger or aggression (12%),
rejects the values of self-actualizing people (21%), and is somewhat
regid and flexible in the application of these values (59%). She freely
expresses feelings behaviorally (64%), has a moderate copacity for in-
timate contact (62%), and maintains some synergy for life (53%).
Strong-Campbell Interest Inventory (SCII)
.
Table 24 is a listing of the standard scores for several different
scales of the SCII for Peer Counselor #2. The range of scores for the
different scales of the SCII is roughly from 30 to 70, with the average
person scoring 50. If a score on a given scale is considerably above
average, say 60, then you share many of the interests or characteristics
for that scale, and if a score is low, say below 40, you share very few
characteristics or interests.
STANDARD
SCORES
FIGURE 6
THE GRAPH OF POI VARIABLES AS A FUNCTION OF
STANDARD SCORES FOR PEER COUNSELOR #2
POI VARIABLES
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TABLE 24
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES, AND SPECIAL SCALES
OF THE sen FOR PEER COUNSELOR #2
BASIC GENERAL -
INTEREST STANDARD
SCALES SCORES
OCCUPATIONAL
THEMES
STANDARD
SCORES
SPECIAL
SCALES
STANDARD
SCORES
Agriculture 36 R 32 AOR 70
Nature 47 I 52 IE 66
Adventure 36 A 39
Military Activities 69 S 46
Mechanical Activities 34 E 33
Science 52 C 33
Mathematics 31
Medical Science 58
Medical Service 62
Music/ Dramatics 34
Art 34
Writing 60
Teaching 52
Social Service 49
Athletics 43
Domestic Arts 41
Religious Activities 48
Public Speaking 33
Law/Politics 33
Merchandising 31
Sales 37
Business Management 32
Office Practices 37
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1. General Occupational Themes :
The highest standard scores occurred for the I-Theme (52), and the
S-Theme (46). The I-Theme (Investigative Theme) score indicates an
average degree of relationship with people who enjoy solving abstract prob-
lems and have a great need to understand the physical world. Such persons
prefer occupations such as being a design engineer, social scientist, re-
search laboratory worker, etc. The S-Theme (Social Theme) score indicates
a moderately low degree of relationship with people who are sociable,
responsible, humanistic, and concerned with the welfare of others. Such
persons prefer occupations such as counseling, psychology, teaching, etc.
The lowest standard scores occurred for the R-Theme (32), the E-
Theme (33), the C-Theme (33), and the A-Theme (39). Peer Counselor #2
appears to share very few characteristics with people orientated toward
working outdoors, independence, self-expression, status, and material
possessions.
This segment generally indicates an average relationship with people
who are responsible, sociable, humanistic, and oroblem-solving. It ap-
pears that Peer Counselor #2 is interested in being a social scientist,
psychologist, or counselor. Yet, her average relationship with success-
ful persons in these occupational areas makes it more difficult to pre-
dict future careers.
2. Basic Interest Scales :
The highest standard scores indicate a preference for military ac-
tivities (69), medical service (62), writing (60), and medical science
(58). Generally, these interest scales correspond to the I and S-Themes.
Her interest in military activities corresponds to the R-Theme and may
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reflect her identification with family members in the military. Also,
Peer Counselor #2 indicates very little interest in scales corresponding
to the R, A, E, and C-Themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (66) indicates introver-
sion. The AOR (Academic Orientation) score (55) is comparable to the
average score for graduates with MA degrees (55). This scale contains
items that discriminate betv/een students who do well in academic settings
and those who do not. It should be pointed out that the item content is
heavily oriented toward science and the arts (positively weighted).
Test integration.
Peer Counselor #2's percentile scores indicate independence (EPPS),
organization (EPPS), and perseverence (EPPS). These needs, coupled with
her orientation toward science and problem solving behaviors (SCII),
are compatible with her high AOR score (SCII) and exemplary academic
performance. It appears that Peer Counselor #2 is most interested in
work within the human services area (SCII ) . Yet, her introversion (SCII)
and lack of self awareness (POI) could be a major obstacle to her ex-
ecution of some social service role. Specifically, her low self worth
(POI), weak sensitivity to her own needs and feelings (POI), and
pessimistic view of life (POI) may interfere with her ability to help
others. The growth and self improvements made by a client are probably
related to the training, timing, and self awareness and growth of a
helper.
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Summary and recommendations :
Peer Counselor #2 is a registered nurse and is the only peer
counselor from the Division of Continuing Education. Her part-
time status was a major reason for my initial reluctance to use her
in the peer counseling project, but she convinced me otherwise. Peer
Counselor #2 turned out to be one of the most motivated and hard work-
ing of the nine peer counselors. Her potential problem areas/weak-
nesses seem minor to her strong desire to learn, perseverance,
sense of responsibility and warmth. Her occupational pursuits are
consistent with her higher scores on the I and S-Themes (SCII). Also,
the peer counselor role is compatible with these same Themes. I think
this person is a good example of the importance of doing a personal
interview and the importance of assessing motivation and maturity.
Psychological Consultation Report
Profile Number 3
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Peer Counselor #3
Age: 35
Grade Level
:
Freshman
Curriculum:
Quality Point Average:
Arts and Sciences (Psychology)
3.00
Sex: Female
Marital Status: Marri ed
Date of Examination: September 1980
Date of Report: December 1980
Statement of Purpose .
Peer Counselor #3 asked to become part of the peer counseling pro-
ject during the summer 1980, and agreed to undergo screening procedures
for that program at a later date. She said that this program was an op-
portunity for her to acquire and improve her interpersonal skills.
Background information .
Peer Counselor #3 grew up in Massachusetts and is an only
child.
Father had an A.S. degree and died of pneumonia at age 42.
Mother is 66
years old and graduated from high school. She is a
domineering woman who
often beat her child. "I tolerate her (mother) and I can't
shake lose of
her". The parents and their child have never been
involved in psycholo-
gical services of any kind.
Peer Counselor #3 graduated from high school in 1963 and began an
affair with a married man that lasted three years. Shortly after,
she
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moved out of mother's home and supported herself. In 1969
,
she married
a man that her mother didn't like. They have 3 children, ages 9, 4, & 2.
Peer Counselor #3 is a housewife returning to school. She stated
her unhappiness with her life and her low self-esteem. "I'm not very
happy; I don't like myself. I don't think I'm doing anything worth-
while and I would like to get a job and work." It didn't seem to me
that Peer Counselor #3 had good communication with her husband and my
impression of him was that of a domineering father figure. I recom-
mended that she seek individual and/or marital therapy. Yet, she was
a delightful person who did an adequate job as a participant in the
peer counseling project.
Tests administered .
Edwards Personal Preference Schedule (EPPS)
Personal Orientation Inventory (POI)
Strong-Campbell Interest Inventory (SCI I)
Test results .
Table 25 is a listing of the raw scores and corresponding percen-
tiles for the different EPPS variables. Figure 7 is a graph of the
EPPS variables as a function of percentiles that are based on norms ta-
ken from a college student sample of 749 women. Peer Counselor #3's
highest percentile scores are in Abasement (98%), Autonomy (97%), Het-
erosexual tiy (97%), Order (94%), and Exhibition (88%). Abasement in-
dicates the experience of guilt and self-blame. Autonomy reflects an
ability to be independent of others without regard for what they may
think. Heterosexuality suggests an interest in relationships with the
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TABLE 25
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #3
EPPS VARIABLES RAW SCORE PERCENTILES
^Based on a college stu-
dent sample of 749 women)
ACH 9 19
DEF 13 62
ORD 17 94
EXH 18 88
AUT 20 97
AFF 7 1
I NT 13 22
sue 5 6
DOM 10 23
ABA 24 98
NUR 12 20
CHG 14 28
END 10 36
HET 24 97
AGG 14 79
CON 13 83
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FIGURE 7
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR PEER COUNSELOR #3
EPPS VARIABLES
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opposite sex and Order indicates organization and routine. The Exhibi-
tion scale may reflect a need to be the center of attention.
The lowest percentile scores occurred in the areas of Affiliation
(1%), and Succorance (6%). Affiliation indicates a need to form strong
social attachments and Succorance reflects a need to be accepted and
praised by others.
Generally, the EPPS profiles Peer Counselor #3 as a guilt ridden,
independent person who has good organization skills. She is a women who
doesn't want to form strong social attachments and doesn't have much
need for the acceptance and praise of others. Yet, she is very interes-
ted in relationships with the opposite sex and has a strong need to be
the center of attention among others.
Personal Orientation Inventory (POI) .
Table 26 is a listing of the raw scores, standard scores, and corres-
ponding percentiles for the different POI variables. Percentile scores
are based on data from 2,607 entering college freshmen at Western and Mid-
western liberal arts colleges. The Time Competent (Tj/T^) is similar to
scores by non-self-actualizing persons and indicates a person who lives
primarily in the past with guilts, regrets, etc., and/or in the future,
with idealized goals, plans, fears, etc. The O/I Ratio is similar to
scores by non-self-actual izing persons and indicates a person who has
difficulty trusting either her own feelings, or the feelings of others
in her life decisions.
Figure 8 is a graph of the standard scores as a function of the dif-
ferent POI variables. In general, standard scores that range from 50 to
60 are most characteristic of self-actualizing adults. Peer Counselor
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TABLE 26
POI RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR PEER COUNSELOR #3
POI VARIABLES RAW SCORES STANDARD SCORES PERCENTILES (Based on
2607 entering college
freshmen)
—
i
1—
1
—
1
O
1:0.44 - -
O/I 1:0.51 - -
SAV 10 16 1
EX 9 25 4
FR
.
9 31 7
S 3 21 1
SR 1 9 K
SA 7 24 2
NC 6 18 2
SY 5 31 27
A 12 36 20
C 8 24 2
STANDARD
SCORES
FIGURE 8
THE GRAPH OF POI VARIABLES AS A FUNCTION OF
STANDARD SCORES FOR PEER COUNSELOR #3
POI VARIABLES
270
#3's profile scores indicate characteristics that are similar to non-
self-actualizing people. Her profile indicates an extremely low level
of self worth (1%), poor self acceptance (2%), and a lack of sensi-
tivity to her own needs and feelings (7%). She tends to deny her feel-
ings of anger or aggression (20%), rejects the values of self-actualizing
people (1%), and is rigid in the application of these values (4%). She
is fearful of expressing feelings behaviorally (1%), has difficulty with
intimate contact (2%), and lacks a synergy for life (27%).
Strong-Campbel 1 Interest Inventory (SCII) .
Table 27 is a listing of the standard scores for several different
scales of the SCII for Peer Counselor #3. The range of scores for the
different scales of the SCII is roughly from 30 to 70, with the average
person scoring 50. If a score on a given scale is considerably above
average, say 60, then you share many of the interests or characteristics
for that scale, and if a score is low, say below 40, you share very few
characteristics or interests.
1. General Occupational Themes :
The highest standard score occurred for the R-Theme (73), I-Theme
(53), and A-Theme (49). The R-Theme (Realistic Theme) score indicates a
high degree of relationship with people who usually have good physical
skills and prefer to deal with things than with ideas or people. Pre-
ferred occupations include construction work, laboratory technician, a
skilled trade, etc. The I-Theme (Investigative Theme) score indicates an
average degree of relationship with people who enjoy solving abstract prob-
lems and have a great need to understand the physical world. Such persons
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TABLE 27
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES, AND SPECIAL SCALES
OF THE SCI! FOR PEER COUNSELOR #3
BASIC GENERAL -
INTEREST STANDARD OCCUPATIONAL STANDARD SPECIAL STANDARD
SCORES THEMES SCORES SCALES SCORES
Agru culture 65 R
Nature 65 I
Adventure 63 A
Military Activities 76 S
Mechanical Activities 67 E
Science 53 C
Mathematics 35
Medical Science 61
Medical Service 50
Music/Dramatics 46
Art 58
Wri ti ng 29
Tea chi ng 33
Social Service 47
Athletics 54
Domestic Arts 61
Religious Activities 31
Public Speaking 31
Law/Politics 48
Merchandising 39
Sales 39
Business Management 43
Office Practices 43
73
53
49
31
40
31
AOR 33
IE 72
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prefer occupations such as being a design engineer, social scientist,
research laboratory worker, etc. The A-Theme (Artistic Theme) score
indicates a moderately low degree of relationship with people who are ar-
tistically oriented, independent, unconventional, and tense. Such per-
sons prefer occupations such as being an artist, actress, composer, etc.
The lowest standard scores occurred for the S-Theme (31), the C-
Theme (31), and the E-Theme (40). Peer Counselor #3 appears to share very
few characteristics with people orientated toward status, material wealth,
office work, counseling, and business.
This segment generally indicates a strong relationship with people
who have good physical skills and who prefer to deal with things than with
ideas or people. Peer Counselor #3 is a very self conscious person who
seemed very unsure of herself. Perhaps, these qualities contributed to
her average to low scores on themes related to counseling and helping
roles
.
2. Basic Interest Scales :
The highest standard scores indicate a preference for military ac-
tivities (76), mechanical activities (67), nature (65), agriculture (65),
and adventure (63). Generally, these interest scales correspond to the
R-Theme. Also, Peer Counselor #3 indicates some interest in scales re-
lated to the I, S, and A-Themes and very little interest in scales cor-
respoinding to the E and C-Themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (72) indicates introversion.
The AOR (Academic Orientation) score (33) far below the average score (50)
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for students graduating with a B.A. from a liberal arts college. This
scale contains items that discriminate between students who do well in
academic settings and those who do not. It should be pointed out that
the item content is heavily oriented toward science and the arts (pos-
itively weighted).
Test integration
.
Peer Counselor #3's percentile scores indicate the experience of
guilt and self-blame (EPPS), low self worth (POI), and a poor accep-
tance of self (POI). In addition, she seems to lack sensitivity to
her own needs and feelings (POI), and is fearful of expressing her
feelings behavioral ly. She appears to be an emotionally constricted
person who is at a low level of functioning (POI) relative to others.
Her poor self image and lack of self-awareness probably contributes
to her great difficulty with intimate contacts (POI). These needs
and characteristics are consistent with her introversion (POI), low
relationship with Social Theme (SCII), and pessimistic view of life
(POI).
Peer Counselor #3 doesn't seem suited for human services occu-
pations, but instead, prefers dealing with things than with ideas or
people (SCII). She probably would have great difficulty with the
academic training for human services occupations (low AOR score) and
seems socially distant from others (EPPS; POI).
Summary and recommendations :
Peer Counselor #3 is a house-wife with three small children
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still living at home. Her part-time status was a major reason for my
initial reluctance to use her in the peer counseling project, but I
decided to ignore this factor after accepting someone else with the
same status. She seemed motivated, but her poor self image and lack
of self awareness interfered with her peer counselor role. She was
responsible, organized, but seemed preoccupied with her personal life
and problems. She had a funny and enjoyable way of talking about her
home life. Yet, she seemed to be a chronic complainer who is reluctant
to confide in others. She appeared to be a constricted and fearful
person whose very low POI scores and EPPS profile should have dis-
qualified her from participation in this project. In the future,
however, similar evaluations from prospective peer counselor candidates
will lead to disqualification of such persons.
Psychological Consultation Report:
Profile Number 4
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Peer Counselor #4
Age: 18
Grade Level
:
Sophomore
Curriculum: Arts and Sciences
Quality Point Average:
Sex:
3.88
Female
Marital Status: Single
September 1980Date of Examination:
Date of Report: December 1980
Statement of purpose
.
Peer Counselor #4 asked to become part of the peer counseling pro-
ject in April 1980, and agreed to undergo screening procedures for that
program at a later date. She expressed to me her need to help other
people and her desire to learn new communication skills.
Background information
.
Peer Counselor #4 grew up in Belchertown, Massachusetts and is the
fourth of five children. Father is 51 years old, a graduate of high
school, and a self employed farmer. Peer Counselor #4 described father
as a hard working and considerate man who was under a lot of stress.
Mother is 50 years old, a high school graduate, and works in the Person-
nel Department at the University of Massachusetts. She is a caring and
domineering person who assumed responsibility for disciplining the
children.
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The parents and their children have never been involved in psycho-
logical services of any kind. Three of the children have College de-
grees, the fourth is a Sophomore in Holyoke Community College, and the
fifth child is a senior in high school.
Peer Counselor #4 has musical, athletic, and scholastic abilities
that have resulted in various awards since junior high school. She has
worked on the farm since childhood and has done various odd jobs (e.g.,
babysitter, domestic cleaning woman, bus person, etc.). She began her
first romantic relationship in 9th grade, but ended this relationship
three years later. Immediately, she started another relationship with
a shy, insecure man who shared many interests with her. The second re-
lationship has endured to this time.
Peer Counselor #4 is an outgoing, responsible, and hard-working
person. She is eager to learn, bright, and generally has a nice per-
sonality. She was one of two people who did an outstanding job as a
peer academic counselor.
Tests administered.
Edwards Personal Preference Schedule (EPPS)
Personal Orientation Inventory (POI)
Strong-Campbell Interest Inventory (SCII)
Test results .
Edwards Personal Preference Schedule (EPPS).
Table 28 is a listing of the raw scores and corresponding per-
centiles for the different EPPS variables. Figure 9 is a graph of the
EPPS variables as a function of percentiles that are based on norms taken
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TABLE 28
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #4
EPPS VARIABLES RAW SCORE PERCENTILES
(based on a college stu-
dent sample of 749 women)
ACH 15 72
DEF 16 85
ORD 6 20
EXH 15 63
AUT 8 20
AFF 13 17
I NT 26 99
sue 15 76
DOM 16 67
ABA 10 19
NUR 19 74
CHG 18 59
END 7 18
MET 14 52
AGG 12 66
CON 12 63
278
FIGURE 9
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR PEER COUNSELOR #4
EPPS VARIABLES
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from a college student sample of 749 women. Peer Counselor #4's
highest percentile scores are in the areas of Intraception (99%), and
Deference (85%). Intraception indicates a need to intel lectual ize the
self and others. Deference reflects a need to praise and accept the
leadership of others.
The lowest percentile scores occurred in the areas of Affiliation
(17%), Endurance (18%), and Autonomy (20%). Affiliation indicates a
need to form strong social attachments, Endurance correlates with per-
serverance, and Autonomy reflects an ability to be independent of others
without regard for what they may think.
Generally, the EPPS profiles Peer Counselor #4 as a dependent per-
son who willingly accepts the leadership of others. She lacks perser-
verance, doesn' t make strong social attachments, and tends to intellect-
ual ize herself and other people.
Personal Orientation Inventory (POI) :
Table 29 is a listing of the raw scores, standard scores, and cor-
responding percentiles for the different POI variables. Percentile
scores are based on data from 2,607 entering college freshman at West-
ern and Midwestern liberal arts colleges. The Time Competent Ratio
(Ti/Tc) is similar to scores by non-self-actualized persons and indi-
cates a person who lives primarily in the past with guilts, regrets,
etc. , and/or in the future, with idealized goals, plans, fears, etc.
The O/I Ratio is similar to scores by normal persons and indicates a
person who depends and is supported by others but is more of an inde-
pendent and self-supportive individual.
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TABLE 29
POI RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR PEER COUNSELOR #4
POI VARIABLES RAW SCORES STANDARD SCORES PERCENTILES(Based on
^607 entering college
freshmen)
Tl/Tc 1:2.67 - -
O/I 1:1.95 -
-
SAV 22 56 94
EX 17 41 59
FR 18 57 95
S 12 51 89
SR 15 62 98
SA 14 42 56
NC 13 53 86
SY 9 64 98
A 21 64 99
C 19 51 89
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Figure 10 is a graph of the standard scores as a function of the
different POI variables. In general, standard scores that range from
50 to 60 are most characteristic of self-actualizing adults. Peer
Counselor #4's profile scores indicate characteristics that are some-
what similar to self-actualizing people. Her profile indicates a high
level of self-worth (98%), normal self-acceptance (56%), and a strong
sensitivity to her own needs and feelings (95%). She accepts her feel-
ings of anger or aggression (99%), holds values of self-actualizing
people (94%), and is moderately flexible in the application of these
values (59%). She is able to express feelings behavioral ly (89%),
has a strong capacity for intimate contact, and maintains a synergy
for life (98%).
Stronq-Campbel 1 Interest Inventory (SCII).
Table 30 is a listing of the standard scores for several different
scales of the SCII for Peer Counselor #4. The range of scores for the
different scales of the SCII is roughly from 30 to 70, with the average
person scoring 50. If a score on a given scale is considerably above
average, say 60, then you share many of the interests or characteristics
for that scale, and if a score is low, say below 40, you share very few
characteristics or interests.
1. General Occupational Themes :
The highest standard score occurred for the S-Theme (64). The
S-Theme (Social Theme) score indicates a high degree of relationship
with people who are sociable, responsible, humanistic, and concerned
with the welfare of others. Such persons prefer occupations of
STANDARD
SCORES
FIGURE 10
THE GRAPH OF POI VARIABLES AS A FUNCTION OF
STANDARD SCORES FOR PEER COUNSELOR #4
POI VARIABLES
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TABLE 30
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES AND SPECIAL SCALES
OF THE sen FOR PEER COUNSELOR #4
BASIC
INTEREST
SCALES
GENERAL
STANDARD OCCUPATIONAL STANDARD SPECIAL STANDARD
SCORES THEMES SCORES SCALES SCORES
Agriculture 8 R
Nature 61 I
Adventure 61 A
Mi 1 i tary Acti vi ti es 59 S
Mechanical Activities 47 E
Science 53 C
Mathemati cs 45
Medical Science 63
Medical Service 69
Mu sic/ Dramatics 68
Art 58
Wri ti ng 42
Teaching 57
Social Service 59
Athletics 59
Domestic Arts 56
Religious Activities 58
Public Speaking 59
Law/Politics 48
Merchandising 54
Sales 54
Business Management 60
Office Practices 59
52
56
56
64
55
59
AOR
IE
53
36
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counseling, psychology, and teaching.
The standard scores for the remaining themes [c-Theme (59), I-Theme
(56), A-Theme (56), E-Theme (55), and R-Theme (52)] indicates a moder-
ately high degree of relationship with people oriented toward problem
solving, the arts, science, business, sales work, power and physical
work.
This segment generally indicates a moderately strong relationship
with people from the six occupational themes. Yet, Peer Counselor #4
has the strongest degree of relationship with people who are sociable,
responsible, and humanistic. She appears to be most interested in such
occupations as counseling and psychological work, but might do well in
most other occupations.
2. Basic Interest Scales :
The highest standard scores indicate a preference for medical ser-
vice (69), music/dramatics (68), medical science (63), nature (61), ad-
venture (61), business management (60), office practices (59), public
speaking (59), athletics (59), social service (59), and military activi-
ties (59). Generally, these interest scales correspond to the six oc-
cupational themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (36) indicates extrover-
sion. A tendency in this direction is characteristic of people working
in social service and helping professions. The AOR (Academic Orientation)
score (53) is comparable to scores by college graduates (50) and persons
with M.A. degrees (55). This scale contains items that discriminate be-
tween students who do well in academic settings and those who do not. It
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should be pointed out that the item content is heavily oriented toward
science and the arts (positively weighted).
Test integration
.
Peer Counselor #4's percentile scores indicate high self worth
(POI), a strong sensitivity to her own needs and feelings (POI), and
the ability to freely express her feelings behavioral ly (POI). These
characteristics probably contribute to her optimistic view of life (POI)
and her strong capacity for intimate contact (POI).
Peer Counselor #4's POI profile and tendency toward extroversion
(sen) are compatible with her high degree of relationship with people
in the human services area (SCII). Also, her moderately high relation-
ship with people having characteristics and interests in science, the
arts, problem solving, etc., will probably be an asset in a human ser-
vices career (SCII). Her AOR score (SCII) indicates probable success
with the academic training for such a career.
Sunmary and recommendations :
Peer Counselor #4 is a multi-talented person having characteris-
tics and interests that are indicate of people from a variety of oc-
cupations. Her strongest relationship is with people in the human
services area. She did an excellent job as a peer counselor in this
project. My greatest concern was for her age (19) but she demonstrated
maturity, responsibility and a capacity for hard work. I think she has
an outgoing and warm style that is enfulfing. It is an enjoyable and
pleasant experience to be around her. She presented a consistently
positive picture in turns of all the selection criteria that were
used
in this study.
Psychological Consultation Report:
Profile Number 5
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Peer Counselor #5
Age:
Grade Level
:
Curriculum:
Quality Point Average:
Sex:
Marital Status:
Date of Examination:
Date of Report:
38
Freshman (upper level)
Dietetic Technology
2.78
Female
Married
September 1980
December 1980
Statement of purpose .
Peer Counselor #5 asked to become part of the peer counseling pro-
ject in May 1980, and agreed to undergo screening procedures for that
program at a later date. She expressed to me her desire to help others
and to learn skills that could be generalized to daily situations and
problems.
Background information .
Peer Counselor #5 grew up in Massachusetts and is the eldest child
in a family consisting of a brother and sister. Father died at age 49
of a heart attack. He had an 8th grade education and worked in food
services for most of his life. Mother is 62 years old, has an Associate
of Arts degree, and works as a programmer. She underwent psychiatric
counseling at one time and is described as a possessive person by her
daughter.
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Peer Counselor #5 married at 17 years of age and experienced many
years of marital conflict and short-term separations. She has also
suffered repeated financial turmoil and poor relationships with family
members
.
Peer Counselor #5 is a soft-spoken, gentle person. She lacks con-
fidence in her abilities, but is responsible and hard-working. She is
enjoyable, and seemed to be more outgoing at the end of the program.
Tests administered
.
Edwards Personal Preference Schedule (EPPS).
Personal Orientation Inventory (POI).
Strong-Campbell Interest Inventory (SCII).
Test results
.
Edwards Personal Preference Schedule (EPPS).
Table 31 is a listing of the raw scores and corresponding percen-
tiles for the different EPPS variables. Figure 11 is a graph of the EPPS
variables as a function of percentiles that are based on norms taken from
a college student sample of 749 women. Peer Counselor #5‘s highest per-
centile scores are in the areas of Change (99%), Deference (98%), Intra-
ception (97%), and Achievement (93%). Change indicates a need for travel,
meeting new people, and experiencing new activities. Deference correl-
ates with the acceptance of others and Intraception could indicate a need
to intellectualize the self and others. The Achievement scale might re-
flect a need to be successful and to do one's best.
The lowest percentile scores occurred in the areas of Nurturance
(2%), Succorance (9%), Affiliation (12%), and Order (14%). Nurturance
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TABLE 31
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #5
EPPS VARIABLES RAW SCORE PERCENTILES
(Based on a college stu-
dent sample of 749 women)
ACH 19 93
DEF 19 98
ORD 5 14
EXH 16 73
AUT 14 70
AFF 12 12
I NT 25 97
sue 6 9
DOM 14 51
ABA 12 31
NUR 6 2
CHG 27 99
END 17 80
MET 10 24
AGG 8 36
CON 14 96
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FIGURE n
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR PEER COUNSELOR #5
EPPS VARIABLES
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indicates a need to help others and Succorance reflects a need to be ac-
cepted and praised by others. Affiliation indicates a need to form strong
social attachments, and Order correlates with organization and routine.
Generally, the EPPS profiles Peer Counselor #5 as a person who
strives toward variety in her activities and who wants to meet new people.
Yet, she doesn't need to form strong social attachments and to be ac-
cepted or helpful to others. She follows the leadership of others, and
tends to intellectualize herself and others. She is not very organized
and strives toward success.
Personal Orientation Inventory (POI) .
Table 32 is a listing of the raw scores, standard scores, and cor-
responding percentiles for the different POI variables. Percentile scores
are based on data from 2,607 entering college freshmen at Western and Mid-
western liberal arts colleges. The Time Competent Ratio (Tj/T^) is simi-
lar to scores by normal persons and indicates a person who lives primar-
ily in the present, but lives in the past and/or future for about 1/6 of
the time. The O/I Ratio is similar to scores by self-actualizing per-
sons, but indicates a person with an exaggerated independence and re-
flects a need to appear "too self-actualized" in responding to the POI.
Figure 12 is a graph of the standard scores as a function of the
different POI variables. In general, standard scores that range from 50
to 60 are most characteristic of self-actualizing adults. Peer Counselor
#5's profile scores seem to overemphasize freedom and self-actualization.
Her profile indicates a high level of self worth (93%), good self ac-
ceptance (97%), and a strong sensitivity to her own needs and feelings
(99%). She accepts her feelings of anger or aggression (99%), holds
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POI VARIABLES RAW SCORES
Tl/Tc 1:4.75
O/I 1:4.48
SAV 23
EX 29
FR 20
S 17
SR 14
SA 19
NC 12
SY 8
A 21
C 27
PERCENTILE$ (Based on
260y entering college
freshmen)
59 98
64 99
62 99+
69 99+
58 93
55 97
48 67
55 95
64 99
69 99+
TABLE 32
POI RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR PEER COUNSELOR #5
STANDARD SCORES
STANDARD
SCORES
FIGURE 12
THE GRAPH OF POI VARIABLES AS A FUNCTION OF
STANDARD SCORES FOR PEER COUNSELOR #5
POI VARIABLES
293
values of self-actualizing people ( 98%), and is flexible in the applica-
tion of these values (99+%). She freely expresses feelings behaviorally
(99+X), has a strong capacity for intimate contact (99+%), and maintains
a synergy for life (95%).
Strong- Campbell Interest Inventory (SCII)
.
Table 33 is a listing of the standard scores for several different
scales of the SCII for Peer Counselor #5. The range of scores for the
different scales of the SCII is roughly from 30 to 70, with the average
person scoring 50. If a score on a given scale is considerably above
average, say 60, then you share many of the interests or characteristics
for that scale, and if a score is low, say below 40, you share very few
characteristics or interests.
1. General Occupational Themes :
The highest standard scores occurred for the E-Theme (63), the S-
Theme (61), the A-Theme (61), and the I-Theme (60). The E-Theme (Enter-
prising Theme) score indicates a high degree of relationship with people
who like power, status, and material wealth. Preferred occupations in-
clude sales work, industrial relations consultant, business executive,
etc. The S-Theme (Social Theme) score indicates a moderately high degree
of relationship with people who are sociable, responsible, humanistic,
and concerned with the welfare of others. Such persons prefer occupa-
tions such as counseling, psychology, teaching, etc. The A-Theme (Ar-
tistic Theme) score indicates a moderately high degree of relationship
with people who are artistically oriented, independent, expressive, and
tense. Such persons prefer occupations such as being an artist, actress
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TABLE 33
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES, AND SPECIAL SCALES
OF THE SCI! FOR PEER COUNSELOR #5
BASIC GENERAL
INTEREST STANDARD OCCUPATIONAL STANDARD SPECIAL STANDARD
SCALES SCORES THEMES SCORES SCALES SCORES
Agricul ture 55 R 36
Nature 54 I 60
Adventure 44 A 61
Military Activities 41 S 61
Mechanical Activities 39 E 63
Science 58 C 47
Mathemati cs 39
Medical Science 49
Medical Service 59
Music/Dramatics 68
Art 64
Writing 56
Teaching 55
Social Service 63
Athletics 50
Domestic Arts 71
Religious Activities 66
Public Speaking 61
Law/Politics 58
Merchandising 58
Sales 54
Business Management 51
Office Practices 53
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composer, etc. The I-Theme (Investigative Theme) score indicates a
high degree of relationship with people who enjoy solving abstract prob-
lems and have a great need to understand the physical world. Such per-
sons prefer occupations such as being a design engineer, social scientist,
research laboratory worker, etc..
The lowest standard scores occurred for the R-Theme (36), and the C-
Theme (47). Peer Counselor #5 appears to share very few characteristics
with people orientated toward construction work, the skilled trades, and
outdoor activities. Also, she appears to share some characteristics with
people oriented to material possessions, status, and highly ordered
activities.
This segment generally indicates a strong relationship with people
who are enterprising, humanistic, and sociable. It appears that Peer
Counselor #5 is most interested in counseling and psychological work.
Her high scores on the E, S, A, and I -Themes are consistent with scores
from persons who are in the human services field.
2. Basic Interest Scales :
The highest standard scores indicate a preference for domestic arts
(71), music/dramatics (68), religious activities (66), art (64), social
service (63), public speaking (61), medical service (59), science (58),
and law/ politics (58). Generally, these interest scales correspond to
the E, S, A, and I -Themes. Also, Peer Counselor #5 indicates some inter-
est in scales related to the R and C-Themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (43) indicates some extro-
version. A tendency in this direction is characteristic of people working
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in social service and helping professions. The AOR (Academic Orientation)
score (54) is comparable to average scores for graduates with M.A. de-
grees (55). This scale contains items that discriminate between students
who do well in academic settings and those who do not. It should be
pointed out that the item content is heavily oriented toward science and
the arts (positively weighted).
Test integration
.
Peer Counselor #5's percentile scores indicate a need to be suc-
cessful (EPPS), high self worth (POI), and good acceptance of self
(POI). She has a strong sensitivity to her own needs and feelings
(POI), and freely expresses feelings behavioral ly (POI). She accepts
others (EPPS) and has a strong capacity for intimate contact (POI).
These needs and characteristics are compatible with her high degree of
relationship with people in the human services area (SCII). Her ten-
dency toward extroversion and her high interest in science and problem
solving (SCII) will probably be an asset in a human services career.
In addition, her high AOR score (SCII) indicates probable success with
the academic training for such careers. Yet, Peer Counselor #5 is pur-
suing a career in Dietetic Technology, possibly representing a strong
identification with her deceased father.
Summary and recommendations :
Peer Counselor #5 is a married woman who has suffered years of
marital conflict and poor relationships with family members. She pre-
sented a personality profile (EPPS; POI; SCII) that seemed very promis-
ing of success in the human services area. I found her to be a very
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enjoyable person who is shy and lacking confidence in herself,
she worked especially hard as a peer counselor and perhaps had
tential for positive change relative to her peers.
I think
more po-
Psychologicdl Consultation Roport:
Profil
e
Number 6
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Peer Counselor #6
Age: 19
Grade Level
:
Sophomore
Curriculum: Nursing
Quality Point Average: 2.87
Sex: Female
Marital Status: Single
Date of Examination: September 1980
Date of Report: Decanber 1980
Statement of Purpose:
Peer Counselor #6 asked to become part of the peer counseling pro-
ject during the Summer 1980, and agreed to undergo screening procedures
for that program at a later date. She expressed to me her desire to ful-
fill a need at the College for counselors who have similar characteristics
to other students and who are trained to listen in a nonjudgemental way
to others.
Background information
.
Peer Counselor #6 grew up in Chicopee, Massachusetts and is the fourth
child in a family consisting of four brothers and two sisters. Father is
50 years old, has an M.S. degree in Engineering, and owns his own busi-
ness. Mother is 45 years old, graduated from high school, and is a house-
wife. She is a caring and domineering person.
The parents and their children have never been involved in psycholo-
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gical services of any kind. Two of the children have A. A. degrees, one
is in a nursing program, and another graduated from high school. A
three week old baby boy died of birth defects and the youngest living
child is attending high school. All of the children live in the area
and the relationships between them are good.
Peer Counselor #6 has had a succession of serious romantic relation-
ships since she was 17 years of age. She seems to be attracted to men
having personal problems and who are not liked by her parents, particu-
larly her mother. In the past, mother has intervened in an effort to
protect her daughter from these men by secluding and controlling her
daughter's behaviors.
Peer Counselor #6 is an attractive and likeable person. She is re-
sponsible, intelligent, and gentile. She has great potential and was
an asset to the program.
Tests administered.
Edwards Personal Preference Schedule (EPPS)
Personal Orientation Inventory (POI)
Strong-Cambel 1 Interest Inventory (SCI I)
Test results .
Edwards Personal Preference Schedule (EPPS).
Table 34 is a listing of the raw scores and corresponding percen-
tiles for the different EPPS variables. Figure 13 is a graph of the
EPPS variables as a function of percentiles that are based on norms from
a college student sample of 749 women. Peer Counselor #6's highest per-
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TABLE 34
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #6
EPPS VARIABLES RAW SCORE PERCENTILES
Cbased on a college stu-
dent sample of 749 women)
ACH 12 47
DEF 15 80
ORD 15 88
EXH 17 82
AUT 9 28
AFF 10 4
I NT 28 99+
sue 10 33
DOM 4 2
ABA 21 90
NUR 14 32
CHG 15 35
END 17 80
HET 15 57
AGG 8 15
CON 12 63
3G1
FIGURE 13
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR PEER COUNSELOR #6
EPPS VARIABLES
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centile scores are in the areas of Intraception (99+%), Abasement (90%),
and Order (88%). Intraception indicates a need to intel 1 ectual ize the
self and others. Abasement correlates with the experience of guilt and
self-blame, and Order reflects organization and routine.
The lowest percentile scores occurred in the areas of Dominance (2%),
Affiliation (4%), and Aggression (15%). Dominance suggests a need for
control and Affiliation indicates a need to form strong social attachments.
The Aggression scale reflects anger and critical behavior.
Generally, the EPPS profiles Peer Counselor #6 as a passive, very
organized person who may be filled with guilt and self-blame. She has a
need to intell ectual ize herself and others, and doesn't tend to form strong
social attachments.
Personal Orientation Inventory (POI )
.
Table 35 is a listing of the raw scores, standard scores, and cor-
responding percentiles for the different POI variables. Percentile scores
are based on data from 2,607 entering college freshmen at Western and Mid-
western liberal arts colleges. The Time Competent Ratio (Tj/T^) is some-
what similar to scores by self-actualized persons and suggests an exces-
sively time competent person who lives almost totally in the Present.
The O/I Ratio is similar to scores by normal persons and indicates a per-
son who depends and is supported by others, but is more of an independent
and self-supportive individual.
Figure 14 is a graph of the standard scores as a function of the dif-
ferent POI variables. In general, standard scores that range from 50 to
60 are most characteristic of self-actualizing adults. Peer Counselor #6's
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TABLE 35
POI RAW SCORES, STANDARD
PERCENTILES FOR
SCORES, AND CORRESPONDING
PEER COUNSELOR #6
POI VARIABLES RAW SCORES STANDARD SCORES PERCENTILES(Baspd
i^bU/ entering col
freshmen)
1:10.5
-
O/I 1:2.43 -
SAV 22 56 94
EX 25 57 99
FR 17 54 90
S 14 58 99
SR 14 58 93
SA 16 47 80
NC 11 42 46
SY 9 64 98
A 17 51 80
C 21 56 97
FIGURE 14
THE GRAPH OF POI VARIABLES AS A FUNCTION OF
STANDARD SCORES FOR PEER COUNSELOR #6
POI VARIABLES
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profile scores indicate characteristics that are similar to self-actualiz-
ing people. Her profile indicates a high level of self worth (93%), high
moderate self-acceptance (80%), and a strong sensitivity to her own needs
and feelings (90%). She accepts her feelings of anger or aggression (80%),
holds the values of self-actualizing people (94%), and is very flexible in
the application of these values (99%). She freely expresses feelings
behavioral ly (99%), is moderately optimistic (46%), has the ability for
intimate contact (97%), and maintains a synergy for life (98%).
Stronq-Campbell Interest Inventory (SCII)
.
Table 36 is a listing of the standard scores for several different
scales of the SCII for Peer Counselor #6. The range of scores for the dif-
ferent scales of the SCII is roughly from 30 to 70, with the average per-
son scoring 50. If a score on a given scale is considerably above average,
say 60, then you share many of the interests or characteristics for that
scale, and if a score is low, say below 40, you share very few charac-
teristics or interests.
1. General Occupational Themes :
The highest standard scores occurred for the C-Theme (61), and the
E-Theme (58). The C-Theme (Conventional Theme) score indicates a high
degree of relationship with people who prefer highly ordered activities,
status, and material possessions. Preferred occupations include office
work, computer operator, traffic manager, etc. The E-Theme (Enterprising
Theme) score indicates a high degree of relationship with people who like
power, status, and material wealth. Preferred occupations include sales
work, industrial relations consultant, business executive, etc.
The lowest standard scores occurred for the I-Theme (47), and A-
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TABLE 36
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES, AND SPECIAL SCALES
OF THE SCI! FOR PEER COUNSELOR #6
BASIC GENERAL
INTEREST STANDARD OCCUPATIONAL STANDARD
SCALES SCORES THEMES SCALES
Agriculture 52 R 53
Nature 56 I 47
Adventure 44 A 52
Military Activities 55 S 53
Mechanical Activities 56 E 58
Science 47 C 61
Mathematics 55
Medical Science 61
Medical Service 71
Music/ Dramatics 61
Art 53
Writing 63
Teaching 55
Social Service 53
Athl etics 43
Domestic Arts 73
Religious Activities 48
Public Speaking 49
Law/ Pol itics 48
Merchandising 54
Sales 54
Business Management 49
Office Practices 60
SPECIAL STANDARD
SCALES SCORES
AOR 49
IE 46
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Theme (52), and the S-Theme (53). Peer Counselor #6 appears to share some
characteristics with people orientated toward science, counseling, artis-
tic activities, and psychological work.
This segment generally indicates a strong relationship with people
who like power, status, order, and material wealth. Peer Counselor #6
might be most interested in occupations like sales work and jobs in the
business world. Perhaps, these strong relationships represent her iden-
tification with a father who is a very successful business man.
2. Basic Interest Scales :
The highest standard scores indicate a preference for domentic arts
(73), medical service (71), writing (63), medical science (61), music/
dramatics (61), and office practices (60). Generally, these interest
scales correspond to the I, A, S, and C-Themes. Also, there appears to
be a stronger relationship with interest scales (I-Theme and A-Theme)
that are more related to human services work, and only some interest in
scales corresponding to the R and E-Themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (46) indicates normalcy,
but tends toward extroversion. A tendency toward extroversion is charac-
teristic of people working in social service and helping professions. The
AOR (Academic Orientation) score (49) is comparable to the average score
(50) for students graduating with a B.A. from a liberal arts college.
This scale contains items that discriminate between students who do well
in academic settings, and those who do not. It should be pointed out that
the item content is heavily oriented toward science and the arts (positive-
ly weighted)
.
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Test integration
.
Peer Counselor #6's percentile scores indicate a need to be a pas-
sive (EPPS), organized (EPPS) person who maintains high self worth (POI)
and moderately high acceptance of self (POI). She has a strong sensi-
tivity to her own needs and feelings (POI), and freely expresses feel-
ings behavioral ly (POI). Her strong self image (POI), awareness of self
(POI), tendency toward extroversion (SCII), and strong capacity for in-
timate contact (POI), are compatible with her relationship with persons
in the human services area (SCII). In addition, her AOR score (SCII)
reflects probable success at completing the academic training for human
services occupations. Yet, Peer Counselor #6 demonstrated the greatest
degree of relationship with people in office/business jobs, sales work,
etc. (SCII). Perhaps these relationships represent her strong identi-
fication with a father who is a very successful business man.
Summary and recommendations :
Peer Counselor #6 is enrolled in the Nursing program at the College
and seems to have a dependent and rebellious relationship with her
parents. She works part-time in a business owned by her father and has
a strong relationship with people in office/business work (SCII). Yet,
she has potential for a human services career and did a good job as a
peer counselor in this study. My greatest concern was for her age (19),
but she demonstrated maturity and responsibility throughout the project.
I think she has a seductive, relaxing, and warm style that may improve
with age. The various selection criteria portrayed her as a desirable
candidate for peer counseling and her job performance was consistent
with that prediction.
Psychological Consultation Report:
Profile Number 7
309
Peer Counselor #7
Age; 32
Grade Level
:
Sophomore
Curriculum: Nursing
Quality Point Average: 3.0
Sex: Female
Marital Status: Married
Date of Examination: September 1980
Date of Report: December 1980
Statement of purpose .
Peer Counselor #7 asked to become part of the peer counseling pro-
ject during the summer 1980 and agreed to undergo screening procedures
for that program at a later date. She said: "...I am interested in
becoming a health care advisor/counselor and feel that this (program)
would be good training as well as an opportunity to experience the role
of counselor."
Background information .
Peer Counselor #7 grew up in Massachusetts and is the oldest
child
in a family consisting of four sisters and two brothers. Father
is 54
years old, has a 10th grade education, and works as an
assembler of per-
iscopes. Mother is 53 years of age, graduated from high
school, and
works as a seamstress. Peer Counselor #7 described her
parents as caring
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people who sometimes had difficulty in communicating their feelings for
her.
The parents and all of their children have never been involved in
psychological services of any kind. In addition. Peer Counselor #7 will
be the only member of her nuclear family to graduate from a College. All
of her brothers and sisters have either graduated from only high school,
or are currently enrolled in high school.
Upon graduating from high school. Peer Counselor #7 underwent 15
months of training in order to become a Licensed Practical Nurse. (LPN).
Subsequently, she worked at Northampton State Hospital for Ik years be-
fore marrying in 1968. She then worked three more years in a local hos-
pital and then as a physician's assistant (private practice) for the next
seven years. She adopted a little girl in 1974 and gave birth to a
daughter in 1979.
Peer Counselor #7 is a 2nd year student in the College nursing pro-
gram and is employed as an LPN at a local Hospital. She is a very pleas-
ant and capable person who has more ability then she demonstrated in
courses with me. She seemed somewhat reserved in her committment to
the peer counseling project, but followed instructions and did adequate
work. She avoided taking a more independent role in this project.
Tests administered .
Edwards Personal Preference Schedule (EPPS)
Personal Orientation Inventory (POI)
Strong-Campbel 1 Interest Inventory (SCI I)
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Test results
.
Edwards Personal Preference Schedule (EPPS).
Table 37 is a listing of the raw scores and corresponding percen-
tiles for the different EPPS variables. ' Figure 15 is a graph of the
EPPS variables as a function of percentiles that are based on norms ta-
ken from a college student sample of 749 women.
Peer Counselor #7's highest percentile scores are in the areas of
Autonomy (98%), Intraception (80%), and Achievement (79%). Autonomy
reflects an ability to be independent of others without regard for what
they may think. Intraception might indicate a need to intellectualize
the self and others, and the Achievement scale is indicative of a need
to be successful and to do one's best.
The lowest percentile scores occurred in the areas of Affiliation
(4%), Abasement (7%), and Nurturance (20%). Affiliation reflects a
need to form strong social attachments and Abasement indicates the ex-
perience of guilt and self-blame. Nurturance reflects a need to help
others who are less fortunate.
Generally, the EPPS profiles Peer Counselor #7 as a very independent
person who strives toward success, but experiences self-blame when things
go wrong. She feels little need for strong social attachments or to help
others who are less fortunate. She also feels inferior to others in
most respects and may attempt to control her emotions by intellectual i zing
herself and others.
Personal Orientation Inventory (POI) .
Table 38 is a listing of the raw scores, standard scores, and corres-
ponding percentiles for the different POI variables. Percentile scores
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TABLE 37
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #7
EPPS VARIABLES RAW SCORE PERCENTILES
(Based on a college stu-
dent sample of 749 women)
ACH 16 79
DEF 13 62
ORD 11 64
EXH 14 52
AUT 21 98
AFF 10 4
I NT 21 80
sue 10 33
DOM 13 42
ABA 7 7
NUR 12 20
CHG 20 73
END 13 57
HET 16 63
AGG 13 74
CON 9 11
PERCENTILES
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FIGURE 15
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR PEER COUNSELOR #7
EPPS VARIABLES
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TABLE 38
POI RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR PEER COUNSELOR #7
POI VARIABLES RAW SCORES STANDARD SCORES PERCENTILES iBased on
entering college
freshmen)
Ti/Tc 1:6.67 -
-
O/I 1:3.17 -
SAV 22 56 94
EX 24 55 97
FR 20 62 99
S 15 61 99+
SR 14 58 93
SA 22 62 99+
NC 11 43 46
SY 5 31 27
A 18 55 88
C 21 56 97
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are based on data from 2,607 entering college freshmen at Western and Mid-
western liberal arts colleges. The Time Competent Ratio (T,/T^) is sim-
ilar to scores by self-actualized persons and indicates a person who is
living primarily in the present with a high level of awareness, con-
tact, and reactivity to her world. The O/I Ratio is similar to scores by
self-actualizing persons and indicates a person who depends primarily
on her own feelings and secondarily on the feelings of others in her life
decisions.
Figure 16 is a graph of the standard scores as a function of the
different POI variables. In general, standard scores that range from 50
to 60 are most characteristic of self-actualizing adults. Peer Counselor
#7's profile scores indicate characteristics that are similar to self-
actualizing people. Her profile indicates a high level of self worth
(93/^), good self-acceptance (99+%), and a strong sensitivity to her own
needs and feelings (99+%). She accepts her feelings of anger or aggres-
sion (88%), holds the values of self-actual izing people (94%), and is
flexible in the application of these values (97%). She freely expresses
feelings behaviorally (99+%), has a strong capacity for intimate contact
(97%), and maintains a synergy for life (88%).
Stronq-Campbell Interest Inventory (SCII) .
Table 39 is a listing of the standard scores for several different
scales of the SCII for Peer Counselor #7. The range of scores for the
different scales of the SCII is roughly from 30 to 70, with the average
person scoring 50. If a score on a given scale is considerably above
average, say 60, then you share many of the interests or characteristics
for that scale, and if a score is low, say below 40, you share very few
STANDARD
SCORES
FIGURE 16
THE GRAPH OF POI VARIABLES AS A FUNCTION OF
STANDARD SCORES FOR PEER COUNSELOR #7
POI VARIABLES
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TABLE 39
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES, AND SPECIAL SCALES
OF THE SCI! FOR PEER COUNSELOR #7
B\SIC GENERAL
INTEREST STANDARD OCCUPATIONAL STANDA
SCALLb SCORES THEMES SCORES
Agriculture 33 R 46
Nature 49 I 51
Adventure 55 A 59
Military Activities 52 S 59
Mechanical Activities 46 E 54
Science 53 C 54
Mathematics 55
Medical Science 51
Medical Service 62
Music/ Dramatics 64
Art 61
Writing 57
Teaching 64
Social Service 57
Athletics 34
Domestic Arts 61
Religious Activities 46
Public Speaking 51
Law/Pol itics 43
Merchandising 51
Sales 46
Business Management 66
Office Practices 60
SPECIAL
SCALES
AOR
IE
STANDARD
SCORES
62
44
318
characteristics or interests.
1. General Occupational Themes :
The highest standard scores occurred for the S-Theme (59), the A-
Theme (59), the E-Theme (54), and the C-Theme (54). The S-Theme (Social
Theme) score indicates a moderately high degree of relationship with
people who are sociable, responsible, humanistic, and concerned with the
welfare of others. Preferred occupations include counseling, psychology,
teaching, etc. The A-Theme (Artistic Theme) score indicates an average
degree of relationship with people who need independence and self-expres-
sion. Such people prefer work as an artist, author, poet, etc. The E-
Theme (Enterprising Theme) score indicates a moderately high degree of
relationship with people who like power, status, and material wealth.
Such people prefer occupations like sales work, industrial relations con-
sulting, business executive, etc. The C-Theme (Conventional Theme) score
indicates a moderately high degree of relationship with people who prefer
highly ordered activities, status, and material possessions. Preferred
occupations include office work, computer operator, traffic manager, etc.
The lowest standard scores occurred for the R-Theme (46), and the I-
Theme (51). Peer Counselor #7 appears to share some characteristics with
people orientated toward physical work, problem solving, science, and out-
door work.
This segment generally indicates a moderately strong relationship
with people who are sociable, humanistic, and have a liking for status
and material possessions. It appears that Peer Counselor #7 might be
most interested in counseling/psychological work or sales/business work.
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2. Basic Interest Scales:
The highest standard scores indicate a preference for business man-
agement (66), music/dramatics (64), teaching (64), medical service (62),
art (61), domestic arts (61), and office practices (60). Generally, these
interest scales correspond to the I, A, S, and C-Themes. The I, A, and
S-Themes are most related to human services work. Also, Peer Counselor
#7 indicates some interest in scales related to the R and E-Themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (44) indicates normalcy,
but tends toward extroversion. A tendency toward extroversion is char-
acteristic of people working in social service and helping professions.
The AOR (Academic Orientation) score (62) is comparable to the average
score (60) for persons with a Ph.D. degree. This scale contains items
that discriminate between students who do well in academic settings and
those who do not. It should be pointed out that the item content is
heavily oriented toward science and the arts (positively weighted).
Test integration .
Peer Counselor #7's percentile scores indicate an independent (EPPS)
person who strives toward success (EPPS), and maintains high self worth
(POI) and good acceptance of self (POI). She has a strong sensitivity
to her own needs and feelings (POI), and freely expresses feelings be-
havioral ly (POI). These needs and characteristics, combined with a ten-
dency toward extroversion (SCII) and a strong capacity for intimate con-
tact (POI), are compatible with her moderately high degree of relation-
ship with persons in the human services area (SCII). In addition, her
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AOR score (SCI I) indicates a high probability of successfully completing
the academic training for human services occupations. Yet, Peer Coun-
selor #7 also demonstrated a moderately high degree of relationship
with persons in office/business jobs, sales work, etc. She expressed
to me her desire to make a lot of money and to buy many material pos-
sessions. Perhaps, her relationship with the E, and C-Themes is con-
nected to her material pursuits.
Summary and recommendations :
Peer Counselor #7 is a Licensed Practical Nurse and is enrolled in
the Nursing Program at the College. Her work history is consistent with
her strong relationship with people in human services occupations, and
she did an adequate job as a peer counselor. Yet, she was the biggest
disappointment of all the peer counselors that I had trained. Her per-
sonality profile (EPPS; POI) seemed especially promising of success in
the peer counselor role, but later, motivation seemed to be lacking.
I think her attention was focused on making money, material possessions,
and successful completion of the Nursing Program. The results of the
SCI! is consistent with these statements. Perhaps, I needed to be more
attentive and confrontive with her because I do think she had an inter-
est in the human services area.
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Psychological Consultation Report:
Profile Number 8
Peer Counselor #8
Age: 25
Grade Level
:
Sophomore
Curriculum: Nursing
Quality Point Average: 3.59
Sex: Female
Marital Status: Divorced
Date of Examination: September 1980
Date of Report: December 1980
Statement of purpose.
Peer Counselor #8 asked to become part of the peer counseling pro-
ject during the Summer 1980, and agreed to undergo screening procedures
for that program at a later date. She expressed to me her desire to im-
prove her interpersonal
innovative program.
skills and her wish to participate in a new and
Background information.
Peer Counselor #8 grew up in Westfield, Massachusetts and is the
oldest of two children. Father is 50 years of age, divorced, and works
for the city water department. Mother is 49 years old, graduated from
high school, and works in a factory. Mother and Father divorced while
peer counselor #8 was in the 7th grade. They (parents) are emotionally
constricted people who are described by peer counselor #8 as cold, non-
caring, and aloof.
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The parents and one child have never been involved in psychological
services of any kind. Peer Counselor #8 underwent two treatment sessions
at a Mental Health Agency when she was 14 years old. She lives with her
mother and has a sister in the navy.
Peer Counselor #8 graduated from high school in 1972 and worked as
a nurse's aid for two years. She then initiated and completed training
to become a Licensed Practical Nurse. In 1975, she married a State Po-
liceman but divorced him three years later. She described him as a
thoughtless and insensitive person.
Peer Counselor #8 is a gentile, responsible, and passive person.
She was vital to the running of the peer counseling project and dis-
played more enthusiasm and worked harder than all of the other peer coun-
selors. She is pleasant, bright, and a pleasure to work with.
Tests administered
.
Edwards Personal Preference Schedule (EPPS)
Personal Orientation Inventory (POI)
Strong-Campbel 1 Interest Inventory (SCI I)
Test results .
Edwards Personal Preference Schedule (EPPS).
Table 40 is a listing of the raw scores and corresponding percen-
tiles for the different EPPS variables. Figure 17 is a graph of the
EPPS variables as a function of percentiles that are based on norms taken
from a college student sample of 749 women. Peer Counselor #8's highest
percentile scores are in the areas of Exhibition (88%), Dominance (87%),
Change (85%), and Endurance (85%). Exhibition reflects a need to be the
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TABLE 40
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #8
EPPS VARIABLES RAW SCORE PERCENTILES
(Based on a college stu-
dent sample of 749 women)
ACH 13 58
DEF 11 41
ORD 9 46
EXH 18 88
AUT 9 28
AFF 19 68
I NT 16 43
sue 8 18
DOM 19 87
ABA 9 14
NUR 15 41
CHG 22 85
END 18 85
MET 17 69
AGG 7 27
CON 11 43
PERCENTILES
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FIGURE 17
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR PEER COUNSELOR #8
EPPS VARIABLES
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center of attention, and Dominance suggests a need for control. Endur-
ance correlates with perseverance, and Change indicates a need for travel,
meeting new people, and experiencing new activities.
The lowest percentile scores occurred in the areas of Abasement
(14%), and Succorance (18%). Succorance suggests a need for others and
Abasement indicates the experience of guilt and self-blame.
Generally, the EPPS profiles Peer Counselor #8 as a person who
needs to be the center of attention and in control of a situation. She
has little need for other people and experiences little self-blame and
guilt. She is a person of great perseverance who has a strong need to
travel, meet new people, and experience new activities.
Personal Orientation Inventory .
Table 41 is a listing of the raw scores, standard scores, and corres-
ponding percentiles for the different POI variables. Percentile scores
are based on data from 2,607 entering college freshmen at Western and Mid-
western liberal arts colleges. The Time Competent Ratio (Tj/T^) is simi-
lar to scores by normal persons and indicates a person who lives primar-
ily in the present but lives in the past and/or future for about 1/6 of
the time. The O/I Ratio is similar to scores by self-actualizing persons
and indicates a person who depends primarily on his own feelings and
secondarily on the feelings of others in her life decisions.
Figure 18 is a graph of the standard scores as a function of the dif-
ferent POI variables. In general, standard scores that range from 50 to
60 are most characteristic of self-actualizing adults. Peer Counselor
#8's profile scores indicate characteristics that are somewhat similar
to self-actualizing people. Her profile indicates a moderate level of
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TABLE 41
POI RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR PEER COUNSELOR #8
POI VARIABLES RAW SCORES STANDARD -SCORES PERCENTILES(Based
2607 entering col
freshmen)
Ti/T, 1:5.67 - -
O/I 1:3.19 - -
SAV 24 62 99
EX 17 41 59
FR 17 54 90
S 14 58 99
SR 13 54 81
SA 16 47 80
NC 12 47 67
SY 9 64 98
A 13 39 31
C 19 51 89
STANDARD
SCORES
FIGURE 18
THE GRAPH OF POI VARIABLES AS A FUNCTION OF
STANDARD SCORES FOR PEER COUNSELOR #8
POI VARIABLES
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of self worth (81%), moderate self-acceptance (80%), and a strong sen-
sitivity to her own needs and feelings (90%). She denies feelings of
anger or aggression (31%), holds values of self-actualizing people (99%),
and is moderately flexible in the application of these values (59%). She
freely expresses feelings behavioral ly (99%), has a strong capacity for
intimate contact (89%), and maintains a synergy for life (98%).
Strong-Campbell Interest Inventory (SCII)
.
Table 42 is a listing of the standard scores for several different
scales of the SCII for Peer Counselor #8. The range of scores for the
different scales of the SCII is roughly from 30 to 70, with the average
person scoring 50. If a score on a given scale is considerably above
average, say 60, then you share many of the interests or characteristics
for that scale, and if a score is low, say below 40, you share very few
characteristics or interests.
1. General Occupational Themes :
The highest standard scores occurred for the S-Theme (66), E-
Theme (59), I-Theme (59), and the A-Theme (59). The S-Theme (Social
Theme) score indicates a very high degree of relationship with people
who are sociable, responsible, humanistic, and concerned with the wel-
fare of others. Preferred occupations include counseling, psychology,
teaching, etc. The E-Theme (Enterprising Theme) score indicates a high
degree of relationship with people who like power, status, and material
wealth. Such people prefer occupations like sales work, industrial re-
lations consulting, business executive, etc. The I-Theme (Investigative
Theme) score indicates a moderately high degree of relationship with
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TABLE 42
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES, AND SPECIAL SCALES
OF THE SCI! FOR PEER COUNSELOR #8
BASIC
INTEREST
SCALES
GENERAL
STANDARD OCCUPATIONAL STANDARD SPECIAL STANDARD
SCORES THEMES SCORES SCALES SCORES
Agriculture 43 R
Nature 47 I
Adventure 63 A
Military Activities 76 S
Mechanical Activities 39 E
Science 57 C
Mathemati cs 59
Medical Science 66
Medical Service 62
Music/ Dramatics 64
Art 58
Wri ti ng 43
Teaching 57
Social Service 63
Athletics 63
Domestic Arts 61
Religious Activities 60
Public Speaking 67
Law/ Pol itics 67
Merchandising 56
Sales 54
Business Management 54
Office Practices 51
44
59
59
66
59
51
AOR 59
IE 31
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people who enjoy solving abstract problems and have a great need to un-
derstand the physical world. Such persons prefer occupations such as
design engineering, social scientist, research laboratory worker, etc.
The A-Theme (Artistic Theme) socre indicates an average degree of re-
lationship with people who need independence and self-expression. Such
people prefer working as an artist, author, poet, etc..
The lowest standard scores occurred for the R-Theme (44), and the
C-Theme. Peer Counselor #8 appears to share some characteristics with
people orientated toward status, material possessions, outdoor work, of-
fice work, and activities requiring physical skills.
This segment generally indicates a strong relationship with people
who are sociable, humanistic, enterprising, and responsible. It appears
that Peer Counselor #8 would be most interested in some kind of human
services work.
2. Basic Interest Scales:
The highest standard scores indicate a preference for military ac-
tivities (76), public speaking (67), law/politics (67), medical science
(66), music/dramatics (64), social service (63), athletics (63), adven-
ture (63), medical service (62), domestic arts (61), religious activities
(60), mathematics (59), and art (58). Generally, these interest scales
correspond to the S, A, and I-Themes. In addition. Peer Counselor #8 in-
dicates some interest in scales related to the E, R, and C-Themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (31) indicates extroversion.
A tendency toward extroversion is characteristic of people working
in
social service and helping professions. The AOR (Academic Orientation)
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scor6 (59) is coniparable to the average score (60) for persons with
a Ph.D. degree. This scale contains items that discriminate between
students who do well in academic settings and those who do not. It
should be pointed out that the item content is heavily oriented toward
science and the arts (positively weighted).
Test integration
.
Peer Counselor #8's percentile scores indicate a need for control
(EPPS), perserverance (EPPS), moderately high self worth and acceptance
of self (POI). She has a strong sensitivity to her own needs and feel-
ings (POI), and freely expresses feelings behavioral ly (POI). These
needs and characteristics, combined with a tendency toward extroversion
(SCI!) and a strong capacity for intimate contact (POI), are compatible
with her very high degree of relationship with persons in the human
services area (SCII). Her very high interest in science and problem
solving (SCII) will probably be an asset in a human services career.
In addition, her very high AOR score (SCII) indicates probable success
with the academic training for such careers. Finally, Peer Counselor
#8's past work history and future employment aspirations are consistent
with a human services career.
Summary and recommendations :
Peer Counselor #8 is a divorced woman, having poor family relation-
ships, and employed as a Licensed Practical Nurse. Her work history is
consistent with her strong relationship with people in human services
occupations and she did an outstanding job as a peer counselor. Her
personality profile (EPPS; POI) is very positive but not overpowering.
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Given a good personality profile, SCII data becomes especially impor-
tant. Peer Counselor #8 had a very high degree of relationship with
the S, I, and A-Themes, with the highest score with the S-Theme. High
scores for the S, I, and A-Themes combined with a tendency toward ex-
troversion is most reflective of people in the human services area.
Peer Counselor #8 is a responsible, hard working, and intelligent per-
son who is pleasant and fun to be around.
Psychological Consultation Report;
Profile Number 9
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Peer Counselor #9
Age: 23
Grade Level
;
Sophomore
Curriculum: Arts and Sciences
Quality Point Average: 3.01
Sex: Male
Marital Status:
Date of Examination:
Single
September 1980
Date of Report: December 1980
Statement of purpose .
Peer Counselor #9 asked to become part of the peer counseling pro-
ject in April 1980, and agreed to undergo screening procedures for that
program at a later date. He expressed his desire to participate in a
project that would improve services to other students.
Background information .
Peer Counselor #9 grew up in East Longmeadow, Massachusetts and is
the oldest of two children. Father was 42 years old when he died of a
heart attack. Mother is 47 years old, graduated from high school, and
works in a factory. She remarried to a man who drank excessively and
physically abused her. They eventually divorced and mother now lives
with her two children and an aunt and her daughter.
No one in this family has used phychological services of any
kind,
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At this time, the relationships between family members is good.
Peer Counselor #9 graduated from high school in 1975 and enlisted
in the Navy for four years. He then entered the College in the Fall,
1979. He reports having some 40 superficial sexual and social rela-
tionships and said that he worked hard at only one relationship in his
1 ife.
Peer Counselor #9 is an outgoing person with a good sense of humor.
He doesn't work to his full potential but did an adequate job as a peer
academic counselor. I think his greatest asset is his warm, personal
style with people. He is slow to take responsibility, but is a respon-
sible person. He also seemed somewhat insecure in his own abilities.
Tests administered .
Edwards Personal Preference Schedule (EPPS)
Personal Orientation Inventory (POI)
Strong-Campbell Interest Inventory (SCI I)
Test results .
Edwards Personal Preference Schedule (EPPS)
.
Table 43 is a listing of the raw scores and corresponding per-
centiles for the different EPPS variables. Figure 19 is a graph of
the EPPS variables as a function of percentiles that are based
on norms
taken from a college student sample of 760 men. Peer Counselor
#9 s
highest percentile scores are in the areas of Change (93%),
Achievement
(86%), and Nurturance (86%). Change indicates a need
for travel, meet-
ing new people, and experiencing new activities.
Nurturance reflects a
need to help others and Achievement correlates with
a need to be sue-
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TABLE 43
EPPS RAW SCORES AND CORRESPONDING PERCENTILES
FOR PEER COUNSELOR #9
EPPS VARIABLES RAW SCORE PERCENTILES
(Based on a college stu-
dent sample of 749 women)
ACH 20 86
DEF 8 23
ORD 13 78
EXH 13 37
AUT 14 52
AFF 15 54
I NT 15 45
sue 14 78
DOM 16 38
ABA 6 12
NUR 19 86
CHG 22 93
END 11 44
HET 17 45
AGG 7 13
CON 14 96
336
FIGURE 19
THE GRAPH OF EPPS VARIABLES AS A FUNCTION OF
PERCENTILES FOR PEER COUNSELOR #9
EPPS VARIABLES
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cessful and to do one's best.
The lowest percentile scores occurred in the areas of Abasement (12%)
and Aggression (13%). Abasement indicates the experience of guilt and
self-blame. The Aggression scale is suggestive of anger and critical be-
havior.
Generally, the EPPS profiles Peer Counselor #9 as a person who
strives toward success and enjoys new experiences and meeting new peo-
ple. He also enjoys helping people, has self-respect and an easy-going
temperment.
Personal Orientation Inventory (POI).
Table 44 is a listing of the raw scores, standard scores, and cor-
responding percentiles for the different POI variables. Percentile scores
are based on data from 2,607 entering college freshmen at Western and Mid-
western liberal arts colleges. The Time Competent Ratio (Tj/T^) is sim-
ilar to scores by normal persons and indicates a person who lives pri-
marily in the present but lives in the past and/or future for about 1/6
of the time. The O/I Ratio is similar to scores by self-actualizing per-
sons, but indicates a person with an exaggerated independence and reflects
a need to appear "too self-actualized" in responding to the POI.
Figure 20 is a graph of the standard scores as a function of the
different POI variables. In general, standard scores that range from 50
to 60 are most characteristic of self-actualizing adults. Peer Counselor
#9's profile scores seem to overemphasize freedom and self-actualization.
His profile indicates a high level of self worth (99%), moderate self-
acceptance (68%), and a strong sensitivity to his own needs and feelings
(98%). He accepts his feelings of anger or aggression (99+%), holds
the
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TABLE 44
POI RAW SCORES, STANDARD SCORES, AND CORRESPONDING
PERCENTILES FOR PEER COUNSELOR #9
POI VARIABLES RAW SCORES STANDARD. SCORES PERCENTILES(Based on
26o7 entering college
freshmen)
Tj/Tc 1:4.50 - -
O/I 1:4.29 - -
SAV 25 66 99+
EX 26 59 99+
FR 19 60 98+
S 17 69 99+
SR 16 66 99
SA 15 45 68
NC 14 58 96
SY 8 55 95
A 22 66 99+
C 24 62 99+
STANDARD
SCORES
FIGURE 20
THE GRAPH OF POI VARIABLES AS A FUNCTION OF
STANDARD SCORES FOR PEER COUNSELOR #9
POI VARIABLES
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values of self-actualizing people (99+%), and is flexible in the ap-
plication of these values (99+%). He is optimistic (96%), freely ex-
presses feelings behavioral ly (99+%), has a strong capacity for in-
timate contact (99+%), and maintains a synergy for life (95%).
Stronq-Campbell Interest Inventory (SCII)
.
Table 45 is a listing of the standard scores for several different
scales of the SCII for Peer Counselor #9. The range of scores for the
different scales of the SCII is roughly from 30 to 70, with the average
person scoring 50. If a score on a given scale is considerably above
average, say 60, then you share many of the interests or characteristics
for that scale, and if a score is low, say below 40, you share very few
characteristics or interests.
1. General Occupational Themes :
The highest standard scores occurred for the E-Theme (73), and A-
Theme (63). The E-Theme (Enterprising Theme) score indicates a very
high degree of relationship with people who like power, status, and ma-
terial wealth. Preferred occupations include sales work, industrial re-
lations consultant, business executive, etc. The A-Theme (Artistic Theme)
score indicates a high degree of relationship with people who need in-
dependence and self-expression. Such people prefer occupations such as
being an artist, author, poet, etc.
The lowest standard scores occurred for the C-Theme (43), and the
S-Theme (49). Peer Counselor #9 appears to share few characteristics
with sociable, humanistic people who prefer highly ordered activities,
status, and business occupations.
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TABLE 45
STANDARD SCORES FOR THE GENERAL OCCUPATIONAL
THEMES, BASIC INTEREST SCALES, AND SPECIAL SCALES
OF THE sen FOR PEER COUNSELOR #9
BASIC GENERAL
INTEREST STANDARD OCCUPATIONAL STANDARD SPECIAL STANDARD
SCALES SCORES THEMES SCORES SCALES SCORES
Agriculture 57 R 60 AOR 48
Nature 61 I 57 IE 31
Adventure 69 A 63
Military Activities 48 S 49
Mechanical Activities 56 E 73
Science 56 C 43
Mathematics 43
Medical Science 61
Medical Service 52
Music/Dramatics 68
Art 58
Wri ti ng 59
Teaching 40
Social Service 51
Athletics 48
Domestic Arts 46
Religious Activities 52
Public Speaking 61
Law/Politics 61
Merchandising 67
Sales 70
Business Management 60
Office Practices 43
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This segment generally indicates a strong relationship with artis-
tically orientated, unconventional people who enjoy power, material
wealth, and have a great facility with words. It appears that Peer
Counselor #9 is most interested in business or sales work, although
his average to high scores on the S, I, and A-Themes indicates a pro-
file indicative of an interest in human services work.
2. Basic Interest Scales :
The highest standard scores indicate a preference for sales (70),
adventure (69), music/dramatics (68), merchandising (67), public speak-
ing (61), law/politics (61), medical science (61), nature (61), busi-
ness management (60), and writing (59). Generally, these interest
scales correspond to the R, I, A, and E-Themes, but the greatest cor-
respondence is to the E and A-Themes. In addition. Peer Counselor #9
indicates some interest in the scales related to the S, and C-Themes.
3. Special Scales :
The IE (Introversion-Extroversion) score (31) indicates extrover-
sion. A tendency toward extroversion is characteristic of people work-
ing in social service, helping professions. The AOR (Academic Orien-
tation) score (48) is comparable to the average score (50) for students
graduating with a B.A. degree from a liberal arts college. This scale
contains items that discriminate between students who do well in
academic
settings and those who do not. It should be pointed out that
the item con
tent is heavily oriented toward science and the arts (positively
weighted)
Test integration .
Peer Counselor #9's percentile scores indicate a need
for success
(EPPS), a high level of self worth (POI), and moderate
acceptance of
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self (POI). He has a strong sensitivity to his own needs and feelings
(POI), and freely expresses feelings behaviorally (POI). His great need
to help others (EPPS), extroversion (SCII), and strong capacity for in-
timate contact are compatible with his rfioderately high degree of rela-
tionship with persons in the human services area (SCII). In addition,
his AOR score (SCII) indicates probable success with academic training
for such careers.
Summary and recommendations :
Peer Counselor #9 is a single, veteran (Navy) who seems to have
difficulty establishing serious relationships with the opposite sex.
His personality profile (EPPS; POI) is very positive and he did a good
job as a peer counselor. He has potential for a human services career
and demonstrated a strong relationship with people in sales/business
work. I think his sense of humor and warm, personal style helped in
his job role and to encourage a sense of partnership with other peer
counselors.

